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Abstract
The focal point m this paper is the evaluation of the current
assessment process in our EFL teaching program in the general secondary
school certificate education and the general secondary school certificate
English exams (G.S.E.C.E.E.) being the only tool used in this respect. The
purpose of such evaluation is to decide its effectiveness as an integrated
part in the EFL teaching process since effective assessment makes effective
teaching.
The hypotheses tested in this study have been: a. The assessment
process in our EFL program is not effective enough and it has harmful
effects on the EFL teaching process., b. The G.S.E.C.E.E are not adequate
enough as assessment tools. Yet, it is important to note that the present
study is not intended to exclude the G.S.E.C.E.E from the assessment process
but to shed light on the other additional tools that can be used in this
respect.
In chapter one, the rationale of the study is presented. It includes
the statement of the problem and its significance. It also covers the
objectives of the present study and its hypotheses along with the
definition of terms. The development of the assessment process in ESL/EFL
programs all over the world and the current issues in language assessment
have been topped in this chapter.

In chapter two, the literature related to the assessment process in
language teaching has been reviewed and classified. It has been classified
into the following three categories: 1. Literature related to the ESL/EFL
assessment in general; 2. Literature related to the current trends in this
respect; and 3. Literature related to the portfolio assessment approach that
is claimed to be the right alternative.
In chapter 3 the methodology of the study has been presented and
the development of the present study has been stated. The current study
has developed according to the following stages: a. Setting the criteria that
can be used for the evaluation purposes of the present study; b. The
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criteria found effective for the purpose of the present study were subcategorized into: a. Criteria for language assessment in general; and b.
Criteria for language tests in particular. It is important to refer to the point
that the criteria set have been based on the framework presented by L.J.
Harp ( 1991) and others in language assessment. For more effective
criteria, two questionnaires based on these two categorizes of criteria, were
subjected to some ESL/EFL and evaluation professors in the States.
In chapter 4, the current assessment process has been analyzed and
evaluated according to the criteria set in chapter 3. The current
assessment process and the G.S.E.C.E.E have proved ineffective since they
do not meet the criteria of effective assessment process or language tests.
In chapter 5, the conclusions have been made along with the findings
of the study. The portfolio, the alternative assessment approach has been
presented in this chapter. The guidelines for planning a portfolio, its
requirements have been shown in chapter.5.
Also, recommendations,
along with the suggested proposals are included m chapter 5. The study
appendices and bibliography have been included at the end of the present
study.
The findings of the current study can be stated in brief as follows:
a. The present assessment process has not been effective enough to do its
functions in the EFL teaching programs and it has harmful effects on the
EFL teaching process.
b. The G.S.E.C.E. Exams lack the criteria of the effective language exams and
tests. They may be reliable but their validity and efficiency are
inadequate.
The assessment process needs a reform that can be the key to the
educational reform we are looking forward to.
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Chapter.I
Rationale
1.1.

Introduction:

The assessment process is a systematic approach for gathering
data about the different variables in the EFL teaching program.
These data are yielded from multiple sources, some of which are
formal, like tests and others of which are informal, such as a student'
s participation and his/her performance in the different EFL class
activities. The validity of these data depends on the effectiveness
and the validity of the assessment tools used in assessment.
Figure. 1 shows the sources of the data, yielded from the
assessment process:

The assessment

process

I
-

tools

\

Formal
Tests:
Written/Oral
National Tests
Teacher-made Test

-

Informal
Classroom Attendance
Classroom Participation
Classroom Activities
Homework/Logs
Tasks

These multiple-sources data can be used for evaluating the
effectiveness of any teaching variable. Proper evaluation should be
based on valid data about the objectives of the teaching variable
evaluated , on one hand, and the outcomes of that variable on the
other hand. The data about the objectives of the EFL program are
usually stated in terms of the language competencies or skills,
students are expected to acquire and develop. Yet, assessment can
be the only source of the data about the outcomes of the variable
evaluated. Assessment tools whether formal or informal can be used
to measure the students' acquired skills or developed language
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competencies.
process.

Thus, assessment is essential for the evaluation

Because of the importance of assessment to the educational
process, there is an integration between the teaching and the
assessment processes. The two processes are supposed to go side by
side from the very start of the educational process. Brown (1984)
stresses the point that testing and evaluating the language skills and
competencies are a very important part of language teaching process.
Madsen (1983) thinks that testing is an important part of every
teaching and learning experience. Heaton (1975, p 1) argues:
"Both testing and teaching are so closely interrelated that
it is virtually impossible to work in either field without
being constantly concerned with the other. Tests may be
constructed primarily as devices to reinforce learning and
to motivate the student, or assessing the student' s
performance in the language."
Assessment can act as a monitor of and a guide to the progress
of the EFL teaching programs. Moreover, it can be used for
administrative purposes like classifying students and selecting them
for further education or training. In addition to this, it can be used
for motivating students to participate more in the teaching activities
Through this participation, they will learn more.
Assessment is the only means of getting the information
required for the evaluating the educational interventions or
variables in the educational system. These data can be the only
indicators of the appropriateness of any of the teaching process
components, i.e., the teaching method, the syllabus, the teacher's
education, and so on. Thus, it can be the basis of the evaluation
process, assumed, after each teaching phase, to make decisions as for
excluding the ineffective interventions, in the teaching process, or
suggesting new ones in the reteaching process.
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Assessment process can be the right guide for planning
instructional programs and technique. In pilot studies, conducted
before making any decision, concerning the educational process
components, evaluation studies should be based on different
assessment approaches. Froese (1991) believes that assessment can
serve as an excellent guide for both the planning and the
implementation of various instructional programs and techniques.
Figure 2, suggested by Froese (1991 ), shows the importance of
assessment in the developmental stages of the teaching process.

Figure 2
( 1)

Objectives
(Competencies & performance)
(2)

Program
(Syllabus & Activities )
(3)

Outcomes
(Skills Acquired)
(4)

Assessment Process
(Formal & Informal tools)
(5)

Evaluation
(6)

Reteaching

Scannel and Tracy (1975) suggest that the assessing process
should take place in two stages: the pre-teaching stage, where the
student's competencies are assessed in order to suggest the right
teaching program for him or her; and the teaching stage, where the
assessment is done for deciding the effectiveness of the teaching
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process. They argue that the assessment process should be part of
the teaching process.
Figure. 3, suggested by Scannell and Tracy (1975) shows
relationship between the learning process and the assessment
process, through the two stages of the teaching process.

the

Figure 3
A-Measuring
status

the

pupil's

B-Prescription of the
activities used

present

learning

C-Measuring the effectiveness
the learning activities}

of

D- Reteaching or Remediation or
Prescription of the second Phase of
the process

Seri ven (1987), Stake (1970) and Bloom (1988) have made a
distinction between two kinds of assessment, according to the
functions it can do for the educational process. Formative
evaluations, that generally, aims at providing comments to shape
and guide an ongoing activity, while the summative evaluation, that
is used mainly for the selection of students to continue for further
study. The product of formative evaluation activities is expected to
be an improved instructional program; while the product of the
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summative evaluation is normally a set of descriptive statements
about the efficacy of the program.
Evaluation is necessary to make sure that the EFL teaching
process is effective enough to achieve the goals set for it. According
to Ory et al (1984 ),and Scannell and Tracy (1975) there is no
teaching without evaluation and no evaluation, in the educational
process, without teaching. Thus, one of the important functions of
the assessment process is the evaluation of the educational process,
primarily, for the purpose of making it more effective in achieving
its goals.
The assessment process can create motivation among students
for more EFL learning. Heaton (1975) thinks that a test, which sets
out to measure a student' s performance as fairly as possible, without
in any way setting traps for him or her , can be effectively used to
motivate student. It is assumed the student' s motivation correlates
positively to his/her learning process. Through the assessment
process, the EFL students can compete with each other to get the best
grades of evaluation, as assessment is the indicator of the student' s
achievement. This motivation is expected to lead to more
participation and involvement from the student in the EFL teaching
learning process.
Assessment process can be, also, the means to help the student
have a sense of accomplishment that can be positively correlated
with his /her achievement. Madsen (1983) states that in the early
1970s students in an intensive ESL program were being taught from
an unstructured conversation-based text and they complained that
while they had ample opportunity to converse in English, they were
not learning anything. Soon afterwards, however, periodic
evaluation provided them with a sense of accomplishment that
ended their dissatisfaction.
Besides, the data yielded from the assessment process can be
used for developing the student' s positive attitudes towards the
5

language teaching program. These positive attitudes, toward the
instructional program, can be helpful in developing his/her EFL skills
or competencies which are the objectives of the program. Students
can have these positive attitudes, if they find that the assessment
process is based on what they are taught in the foreign language
program. Consequently, they will give the instruction the due
interest
Moreover, assessment can be used for increasing a student' s
learning rate. Because EFL students' language competencies are
periodically and continually measured in the assessment process, the
students must study, regularly. for these tests. Consequently, they
learn more. Madsen, in 1983, claims that English tests can benefit
students by helping them master the language. They are helped, of
course, when they study for exams especially when these exams are
returned and discussed.
The assessment process, in EFL, can monitor the student' s
performance in the EFL, thus providing data for those who are
concerned about the student' s educational process. Tuckman
(1976) thinks tests can be used as a valuable tool, by which the
teacher can monitor the student's learning progress. Harp (1991)
points out that, assessment for evaluation is important for the
students, the parents, the administrators and legislators to watch and
understand the progress, made in the learning process. It can reveal
points of weakness and strength in the student's performance.
A teacher, with the right diagnosis of an EFL student' s
language competence, should set teaching strategies that can imply
the right treatment. The strategies might be more language drills to
help a low competent student to overcome his/her points of
weakness, and the higher competent one to reinforce his or her
points of strengths. In 1983, Madsen states that, tests can foster
learning, through their diagnostic characteristics as they confirm
what each person has mastered and point out those language items
that need more attention. A good classroom, ( Heaton , 1975), will
6

also help to locate the precise areas of difficulty encountered by the
class or by the individual student. Unless the teacher is able to
identify and analyze the errors, a student makes in using the target
language, he/she will be in no position to render any assistance at all
through appropriate anticipation, remedial work and additional
practice.
Yet, Heaton (1975) distinguishes tests from the external
examination on the bases of the role the assessment process can play
in the teaching process. He thinks that limiting the use of tests to
sorting out students and classifying them for one purpose or another
is the more negative function of the assessment process. The aim of
classroom test is different from that of an external examination.
While the former is generally concerned with evaluation for the
purpose of enabling the teacher to increase his/her own
effectiveness, the interest in the latter, i.e., external exams is just to
classify the students for further training or higher education by the
end of a certain teaching program.
The diagnostic function of the assessment process is not limited
to the evaluation of the student' s language competence as it can
include all the other variables in the teaching process, such as the
syllabus taught, and the teaching method used. In this case decisions
can be made and new interventions may be suggested. Thus, in the
re-teaching of the program, these suggested interventions are
usually put into consideration as they as they are based on sound
grounding in actual data.
Assessment process can be used for different administrative
purposes. It can be used for selecting the students for further
education, and classifying them into grades. Froese (1991) states
that assessment functions involve decisions regarding selection,
classification and placement of the student or the material or the
teaching methods. Also, deciding a certain syllabus or a teaching
method (those aspects of EFL programs which are usually decided by
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the ministry offices in charge) should be subjected to evaluation
studies and assessment process
Yet, in the process of classifying students, the purpose should
not be sorting out or classifying students into exam passers and
failures;
rather it should be for matching each student' s
competency .level of the students' competencies with the right
effective educational program. The assessment process is assumed to
reveal, the student' s interests, abilities and prior knowledge all of
which can bear significantly on the student' s learning process. The
low achievement students and the high achievement ones should be
given the right education that suits their interests and abilities for
more learning and more participation in the development of our
country.
Besides, assessment is important from an economic perspective.
Worldwide, educational system, is looked upon as a kind of
investment rather than as a luxury or a public service. The
assumption is that, the educational outcome can contribute to the
development process in all its aspects, socially and economically. To
make sure that the money spent on education, is well invested, there
should be a kind of assessment to measure the outcome of those
educational systems, in terms of the students' competencies and
their learning gains. That is why, education is viewed, all over the
world now, as a kind of industry and the outcome, expected from
investment money, in this field, is assumed, to exceed the money
spent on any other field.
Because of the great effects, the assessment process has, on the
teaching process, it acts as a determiner or constraint in the
educational process. Teachers are supposed to measure what they
teach and teach what tests usually measure. Both teachers and
students, unfortunately, pay attention to what exams stress, trying
to guess what the "hot spots" are in the syllabus. McLaughlin (1991)
states that students always prepare themselves for tests. To
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students, studying what does not count in exams, is considered a
waste of time.
Therefore, we can conclude that the assessment process, for the
reasons cited above, is vital for the success of the EFL teaching
programs in achieving their goals. It can be used for the purpose of
evaluation, that is important for the teaching process in all its stages
and it can be used for monitoring the on-going teaching process so
that it can be easy for anyone interested in the teaching process to
watch the progress made. It can also be used as a means for helping
the students to acquire positive motivation and attitudes toward EFL
learning. The learning process can be metaphorically looked upon as,
the heart of the body of the educational process and the assessment
process is necessary to keep that heart beating.
Owing to the importance of the assessment process, already
mentioned, I have had the view that the reform, in the assessment
process, is the key in the overall educational reform required. To
reform the educational system without a corresponding reform of the
assessment process, would be short-sighted and would result in
inconsequential damages. Yet, the assessment process meant, here, is
the efficient one, based on the requirements of the criteria set, in
chapter 3, in the present study.
Yet, for the assessment process to do its functions in the
educational process, it should be subjected to permanent evaluation.
Navarrette et al (1990) state that central to the evaluation of any
educational program are the instruments and procedures used to
assess that program's effects. The evaluation, needed in this respect,
is just to make sure that it is effective enough to do the functions
expected properly. The evaluation of the assessment process should
include all the components of the assessment process, whether its
tools, or its procedures, or the formats used and the language skills
and sub skills assessed. Also, the evaluation process can lead to the
suggestion of new interventions to be used in the assessment process
and the exclusion of the invalid ones.
9

1.2 Statement of the

problem:

The analytical survey of the different roles of the assessment
process necessitates its evaluation to ensure its adequacy for its main
purposes, i.e. evaluating the effectiveness of the educational program
in achieving the goals set.
The evaluation of the assessment process
should cover all the components of the assessment process, i.e. its
construction and operation, and the functions it can do for making
the teaching process more effective.
I think, that the EFL assessment process should be evaluated
to make sure that it meets the criteria of efficient assessment and
that its tools are proper enough to yield reliable data about our EFL
teaching process. Reliable data can lead to adequate evaluation and
right decisions and judgments about our teaching practices. The best
decisions are those based on data yielded from valid sources, i. e.,
valid assessment tools. The purpose of the present evaluation is just
to avoid the haphazard decisions that can detrimentally affeclt our
educational process .
It is important to emphasize that evaluation of the assessment
process, should not be looked upon as something different or isolated
from the EFL teaching process. There are several reasons for this.
First, both the teaching process and the assessment process are
integrated since we usually assess what we teach and we teach what
we assess. Second, because of the bearings of the assessment process

on the EFL teaching process, it acts as a constraint or a determiner
for the EFL teaching practices Third, the assessment process, is the
only means for attaining the data necessary for evaluating the
components of the educational process. Thus, planning the EFL
teaching program would be negatively affected by its absence or lack
of punctuality. For these reasons, the two process should not be
looked upon in an isolation from one another processes but rather as
integrated ones.
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In brief, the present study is an attempt to question the
assessment process, used in our EFL programs and the secondary
education certificate English exam as its solely used tool. The purpose
is to evaluate the effectiveness of the assessment process, and its tool
for accomplishing the functions required in our EFL teaching
program. Also, for more effective assessment process, the
alternative assessment approach and required interventions have
been suggested.
The suggested interventions are expected to add more life and
vivacity to the classroom activities. They are, also, based on the
assumptions underlying the EFL teaching methods and techniques.
The basic goal of the present study, by the interventions suggested,
is to ensure the active involvement of the student in the classroom
activities, which will result in more effective EFL teaching programs.
1.3. The Significance Of The Present Studv:
No one can deny that, our educational system is in need, of a
comprehensive or a radical reform, that can activate it to respond,
positively and properly, to the requirements of the development
process, in our country. Complaints of the ineffectiveness of this
system, in terms of competent graduates in general, and English
language graduates, in particular, can be heard everywhere: in
schools, in universities and in the fields, where the graduates can be
employed.
Teachers, in schools, think that the content of learning process
has been limited to the factual information required for the final
exams. They complain of the students' passive behaviors during the
teaching learning process, saying that students tend to be distant and
do not take part in the class activities. Knowing that, the
involvement of the student, in the classroom activities, can correlate,
positively, to his or her learning process, teachers have been trying
hard to urge students to participate in these activities, yet, students
are, usually, reluctant to do so. What interests the student more is
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learning the factual information that can weigh heavily in the final
exams.
Supervisors, in charge of, evaluating EFL teachers in the
schools, criticize the teachers for students' passive roles in the EFL
classes. They usually suggest techniques for the teachers to use to
ensure the students' involvement in the EFL class activities. Yet,
putting the proposed techniques in practice proves their failure in
this respect. EFL teachers argue that involving the student in the EFL
activities requires something beyond suggesting a certain teaching
method or a set of techniques. Teachers think that EFL student can
participate only in what counts for his or her performance
evaluation.
University professors, on the other hand, find that the
competencies of the students admitted, to English major departments
in universities, every year, are not adequately or properly prepared
enough for those students, to do well, in their higher education
classes. Professors think that the English major candidates do not
have in most cases, the proper academic competencies, required for
their effective involvement in the ongoing process of developing
their academic and pedagogic competencies, in those departments.
The students, admitted, do not have the good reading habits and the
independent character that are fundamental to the self-learning
process.
In the pre-university education students find that the most
important task to do is just learning or memorizing the factual
content of the teaching programs for the purpose of passing the
exams set for this purpose. They are accustomed to getting the
information in a summary form that is provided for them, either by
the market books or by the school teacher. They find a great
difficulty, as the university professors urge them to getting the
information from the different sources rn an independent way even
though their professors are urging them to do just that. That is why
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I think that a mismatch between the candidates' competencies and
competency levels expected by the universities can be.
Not only do teachers, professors, and supervisors complain of
the bad quality of our educational system graduates, but the
graduates themselves, also make them the same complaint. They
miss sense of self-satisfaction. They think that they do not have the
learning skills that can help them to develop their competencies, and
that the teaching process does not have the continuity necessary for
self-learning. They blame the educational system for this fallout.
They argue, that the only thing, focused on during the educational
process, is the factual information, required for passing the final
exam.
In my view, the inadequacy of the quality of the graduates'

competencies is the outcome of many factors, that can be attributed
to the syllabus design, the teaching methods, the assessment process,
the teacher's education, the student's interests and abilities and so
But I think that the most important factor, is the assessment
on.
process, as teachers and students, everywhere, work for tests and
exams. The most important or decisive task, for the student as well
as the teachers, to pay the attention to, is what can be helpful to the
students to do well in final exams. In EFL classrooms, what is
evaluated is what counts on the final tests or exams.
The present study derives its significance from the attempt,
made, to evaluate the assessment process in our EFL educational
programs.
The importance of the assessment process, in the EFL
program, necessitates its evaluation to ensure that it is effective
enough to do the important functions, mentioned before. The purpose
of this evaluation of the assessment process is, not only to diagnose
and evaluate its points of strengths and weakness, but also to suggest
the alternative interventions that can be used to increase its
effectiveness in this respect.
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The present study focuses on the General Secondary Education
Certificate English Exam, in particular, as it has been the only tool
used for the assessment of our students' competence, in English as a
foreign language, for many years now. The G.S.E.C.E. represents the
main and the only component of the assessment process, that can
have great potentials for increasing the effectiveness of our
educational system. Yet, for the other promotion grades, in the
general secondary school, the great part of the evaluation (65%) goes
to the final written test and the rest part, (35%) is devoted to
classroom activities and the teacher-made tests.
Also, the interventions suggested, in the present study, are
expected to lead to some changes in the assessment process and
consequently the teaching process, in the EFL programs because of
the integration of the two processes. Also, because of the fact that
both the students and the teachers work, unfortunately, for tests, the
reform in the assessment process, suggested in this study, is
expected to lead to great changes in the EFL teaching process in the
general secondary school education. Yet, the change, recommended, is
not an end in itself, but it is hoped to be the effective means for a
better end, i.e., for better education.
Really, the Ministry of Education has had some adaptations in
the Secondary School Certificate Exam, in 1994. The focal change
suggested, according to the ministry decree in March 1994, is
dividing the general secondary school certificate exams into two
phases instead of one and it is up to the student to decide which
exams, he will enter for in the first or the second phase. Yet, I think
the change proposed, is a step, in the right way, but it is not
effective enough for the radical change, necessary for the reform,
required in our educational system for the following reasons:
I-The change, proposed, has doubled
upon which tests are supposed to be
both Excel 2 and Excel 3 books have
unit with extensive reading pieces.
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the content of the syllabus,
based . In English, for example,
been combined in one syllabus
Consequently, both the teacher

and the students are to double their efforts for better performance in
the exam. The terrifying sense, usually accompanying G.S.S.C.E.E, is
expected to continue if not to increase. Also, the costs of the special
tuition will be the same, but instead of two years' premiums, it will
be one year.
2-The proposed project rests on the same traditional view at the
Secondary School Certificate Exam, as the only assessment tool, to be
used in this process. Classroom activities have, also, been excluded
from the assessment process. Thus, the same fallouts, of the present
Secondary School Certificate Exam, are expected to continue.
3-The change proposed, has never suggested or implied any new
interventions, either in the construction or in the operation of the
present assessment process. No change has been suggested in the
test formats or skills or sub-skills. Students are expected to have the
same feeling of the formal atmosphere and the strict controlled
conditions, i.e. large halls, examination papers, fixed allocation of
time for responding, in writing, to a given set of questions.
Perhaps one of the few advantages, in the change proposed, is
the right given, to the student, to decide which subjects to be tested
m the first or the second year of the Secondary School Certificate
Grades, i.e. which five subjects the students can choose for this year
and which five can be put off till the year after. Yet, this right of
choice is constrained by the school surroundings, i.e. the number of
the teachers, the number of the students, etc ..
Also, I think what is good about this change, proposed, is the
chance given to the student to enter for the test of the subject for
once time more, if he or she fails or gets low marks. It is claimed,
that these chances can reduce the psychological terrifying sense,
associated with the traditional one. Yet, I think, the psychological
burden, students feel, is more related, to the role given to the
G.S.E.C.E, in the assessment process than to the limited times of
entering for the exam.
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Thus, we can conclude that the change proposed, is not
extensive enough to accomplish the changes expected. It has not
suggested new interventions, either in the test methods or the
formats. Also, no change has been made in the test development
It rests the
process, i.e., its construction, its operation and so on.
same view to the secondary school education certificate English
exam, as a top secret that should be planned in a closed office
without subjecting it to the different stages of the test development.
Frankly speaking, the change required for our educational
system, should be more comprehensive and more far sighted. It
should begin from the assessment process, as it is assumed that the
change in the assessment process, is the key to the educational
reform wanted. It should be based on the assumptions that the
assessment process has great potentials for the teaching and the
educational process; and it should not be limited to the traditional
role of sorting out students and classifying them into those who pass
and those who fail. Improving our teaching process should be the
main role of our assessment process so that students' language
competency can improve.
The present study is not only limited to evaluation of our
present assessment process but it extends to suggest the
alternatives and interventions that can make language assessment
more effective. The portfolio assessment approach, the suggested
alternative to the present assessment approach, can have all the
advantages of the present assessment approach and build on them a
more comprehensive and authentic assessment approach that can
meet the criteria of the effective assessment approach, designed in
chapter. 3 of the present study.
Thus, the present study derives its significance from the
attempt, made, to evaluate our assessment process, including, the
Secondary School Certificate English Exam, as the only tool of that
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process. The purpose is deciding its effectiveness, in this respect,
and suggesting the interventions for making it more effective. It is
important to note that, the purpose, of this study, is not to exclude
the G .S.E.C.E. from the assessment process or to negate its function as
an assessment tool, but to place it properly along that process.
Thus, the contributions of the study, can be summarized briefly
in the following:
A-Evaluating the assessment process in our EFL programs.
B-Evaluating the Secondary School Certificate English Exams in the
last five years
c-Suggesting the interventions that can make the secondary
education English exam more effective, as the only assessment tool
used in this respect.
d- Introducing and evaluating the portfolio, as an alternative, and
evaluating it
1.4 . The Objective of The Present Study:
The objectives of the present study can be stated briefly rn the
following questions:
1- Evaluating the assessment process, used in our EFL programs,
revealing its weaknesses and strengths for deciding its effectiveness
for doing the expected functions, mentioned before.
2- Evaluating the secondary school education certificate English
exams, specifically, in the last five years, pointing out to their merits
and demerits, whether in the test formats or skills or sub-skills in
order to evaluate their effectiveness, as the sole assessment tool
used in this process.
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3-Suggesting possible interventions for the secondary education
certificate English exam in both the test formats and skills being
measured.
4-Suggesting an alternative assessment approach to our present
assessment approach and evaluating it, using the same assessment
process criteria, applied to the evaluation of the current assessment
process.
1.5. Issues in EFL Assessment
Tests, as some of the assessment tools, now vary according to
what each test measures, what purpose it serves in the educational
process, and what formats it uses in measuring the student' s
language skills and sub-skills. Thus, we have a wide variety of tests
which can be classified into the following categories

a.

Aptitude

tests:

Broughton et al (1987) point out that the emphasis of the
aptitude tests is to find out if a testee will ever be able to learn any
foreign language at all. The main question is, 'Can the testee learn at
all?' Aptitude tests are designed to measure the testee's probable
performance in the foreign language which the student has not
started yet. They try to find out whether the candidate will be able
to study a certain program or not.
Tests, designed to measure language aptitude, must largely be
specific language oriented. Aptitude test batteries include items such
as tests of the ability to break or use codes, to generate or create
messages on the basis of a small set of rules and symbols, tests for
memory of nonsense syllables, tests of auditory discrimination and
so on.
Brown (1984) thinks that, the aptitude test is a prognosis of
future ability to learn a language.
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Aptitude language tests in English as a foreign language, can
measure the student' s probable performance in EFL teaching
program, based on the indication of the student' s special aptitude.
Heaton (1975) points out that aptitude tests try to find out whether
the student will experience difficulty in identifying the sounds of
the new language or its grammatical structures? Thus, these tests
look toward expected future performance rather than looking at the
past achievement in a certain teaching program.
We can conclude that aptitude tests are not based on the
content of a certain syllabus, taught for a specific purpose. These
tests are designed to just get an indication of the student' s aptitude
for learning a new subject of instruction. Consequently these tests
are not related to the content of a certain syllabus, taught. Moreover,
these tests can be administered at any time, rather than at the end of
a certain teaching program.

b.

Proficiency

Tests::

Performance tests are used to determine how much English an
individual, actually, knows to how well he might be able to function
in situations, which may be approximately closely specified or often
outside the language learning classroom. The basic question is, "Does
he know enough English to follow a certain course?" Assessment of
this kind is assessment of proficiency. Specifically, Airasian (1990,
p.252) defines performance assessment as assessments in which the
teacher observes and makes a judgment about a pupil's skill in
carrying out an activity or producing a certain language behavior.
Madsen (1983) states that performance exams show how well a
student can use the target language
The emphasis, m performance tests, is on the student' s
language competence developed through different language
programs, rather than on the content of a specific program that the
student has already attended. Thus, tests of proficiency look back
over previous language learning, the precise details of which, are
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probably unknown though they may bear on the success in some
future activity. Brown (1984) states that the proficiency tests'
measure the testees general ability in English or their readiness for a
particular program as indicated by a placement exam.
Proficiency tests rarely take into account any syllabus which
the student has followed, since they are concerned with future
performance rather than past achievement and are often
administered to students from various language backgrounds.
Heaton (1975) points out that proficiency tests measure a student' s
achievement in relation to a specific task which he/she will later be
required to perform. For example, does the student know enough
English to follow a particular course given in the medium of English
or to do a particular job which requires the use of English?
Therefore, the function of these tests, is to get an indication of
the testee' s performance if he or she is placed in a suggested task
like further study or a job. It is, also, important to point out to the
fact that these tests are not related to a specific program taught,
since the student' s experiences or learning gains in the past teaching
programs can bear in his or her performance in these tests. Besides,
these tests can be administered at any time, regardless of the end of
a certain teaching program.

c.

Achievement

Tests:

Achievement tests can determine the extent to which
instructional goals have been attained. The question asked is, "Has
Assessments of,
the learner learned what he/she has been taught?"
this kind, are assessments of achievement. Tests of achievements
only look back, over a known program of teaching (Broughton et
al, 1987). Brown (1984) defines achievement tests, as they measure
the relatively short-term gains or the progress made after attending
a certain program. Madsen ( 1983 ), also, states those achievement
tests simply measure progress or learning gains of the student,
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taught a certain language program, i.e.,
in an entire language text or course.

use or knowledge presented

Thus, achievement tests look back at what the student should
have learnt from a specific language program, while the proficiency
tests look forward, defining student' s language proficiency with
reference to a particular task, which will be required to perform in a
certain program. Achievement tests are used to measure the
student' s learning gains from the EFL program taught, in terms of
his or her language competencies and skills after a teaching unit.
They aim at monitoring the progress made in the EFL teaching
learning process.
Achievement tests should focus on the content of a specific
syllabus, taught in a certain program, consequently these tests
should include representative items from that syllabus. According to
Heaton (1975), the term achievement and attainment are, generally
used to refer to more formal tests which have been designed to show
mastery of a particular syllabus (e.g. end-of-year tests, school
leaving examinations, public tests). These tests are similar to class
progress tests in the sense that they are generally based on a
syllabus and measure what has been taught and learnt.
Since these tests are hopefully closely related to the syllabus,
taught in a certain language program syllabus, the express purpose is
to measure how much the student has achieved from the content in
that syllabus. Because of the over reliance on the content taught, in
the EFL syllabus, achievement tests should be administered only at
the end of the syllabus or a teaching unit. They should not be
administered before a certain syllabus or a specific teaching unit has
been taught. They should occur at the end of the teaching program
or one or at the end of more of its teaching units.
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d.

Diagnostic Tests:

A diagnostic test, according to Madsen (1983) is primarily
designed to assess the student' s knowledge and skills in particular
areas before a course of study or a teaching unit in a certain course is
begun. This kind of assessment is done for the purpose of planning
and guiding the EFL teaching program. The data, yielded in this case,
can reveal their weakness and strengths as well as the level of the
language competencies they have.
Diagnostic assessment may be undertaken to determine what
errors are occurring, in the EFL teaching process. These tests can
also, reveal the malfunctions of the teaching process for future
rectification of these errors. The question is "What has gone wrong
that can be put right?"
Since some diagnostic tests look back over
previous instruction, the details of which may not be known to the
student, to modifying future instruction, they be like proficiency
tests. They are sometimes based on the ongoing teaching process to
find out the effectiveness of the teaching program in achieving its
goals, consequently they will be like achievement tests in this
regard (Broughton, et al, 1987 ).
Therefore, the emphasis, in the diagnostic tests, is just to show
the strengths and weakness of the student' s language competence or
any other teaching variable in the EFL program. If it is based on the
content of a certain syllabus, taught, then it will be an achievement
test used for diagnostic purpose. If it is based on the student' s
general aptitude, it will be an aptitude test with diagnostic purpose.
Also, if it is based on a the performance of the student in a future
task it will be a performance test for diagnostic purposes.

e.

Formative

and

summative

tests:

an improved
The product of formative evaluation activities is
instructional program, while the product of the summative
evaluation is normally a set of descriptive statements about the
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efficacy of the program. Stake (1970) states that evaluation should
be viewed primarily as providing diagnostic data to be used as a
guide to improvement and to indicate a state of progress toward a
goal. In short the formative model is the appropriate one for
evaluation efforts.
Any language test can be formative or summative according to
the purpose it is set for. If the purpose is to reshape and guide the
ongoing teaching activity, it is a formative, consequently, it can be
used by the EFL teachers for evaluating any of the teaching class
variable.
A test can, also, be summative if the aim is to classify the
testees into those who pass the exam and those who fail (Scriven,
1987). The formative type usually goes with the teaching process in
a parallel way, while the summative type occurs only in the end of
the teaching course.

f.

Norm-referenced

Tests

&

Criterion

referenced

Tests:

In norm referenced tests, the testee' s performance is, usually,
compared to a certain standard norm, which has been set for the test.
The focal point in these tests, according to Scriven (1987) is
comparison of the performance of the testees to that norm, rather
than how much he or she has achieved from a certain subject taught.
Intelligence tests are an example of norm-referenced tests . These
tests can be used just for selecting students for a specific teaching
program or doing job tasks.
The interest, in the criterion referenced test, is measuring the
testee' knowledge with reference to the subject of the test, i.e.,
measuring his or her competencies or performances regardless of a
certain norm to compare with. The subject content of the test, rather
than comparing the testees as a reference, is the emphasis in this
case. This kind of tests can help much in developing and improving
the teaching process because of its formative nature.
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g.

Objective

tests

&

Subjective

Tests:

In a subjective test, the testee has no options to select among,

rather, he/she is to provide the response required. Open-ended
questions and controlled and free writings are the formats used, in
these tests. Subjective tests have been criticized for the involvement
of the test designer and the subjectivity of the teacher in both the
construct of the tests, in their operations, and in the scoring. They
may lack the reliability required at any test. Yet, these tests,
according to Madsen (1983) may a have high degree of validity since
they usually include direct approaches for measuring different
language skills.
In objective tests, the testee has the options of choosing,
among the provided choices. The formats, used include multiplechoice, the true/false, yes/no questions and matching traits. Their
advantages lie in their high reliability, and their accuracy but they
have been criticized for their lack of effective validity (Madsen,
1983). A great deal of tests of vocabulary and grammar objective
tests, based on discrete point items and multiple choice formats.

h.

Sub-skill Tests

& Communicative

Tests

In sub-skill tests the language is viewed as consisting of
isolated items of separate components: vocabulary, grammar and
phonology. Thus, there are tests that measure vocabulary, tests for
grammar, and tests for both grammar and vocabulary but separately.
The discrete-points tests, are usually, common, in the sub skill tests.
The testee' s performance in these discrete point items tests can be
used as an indicator of his/her language competency.
Sub-skill tests are sometimes referred to as knowledge tests,
since the goal is to measure how much knowledge the student has in
a certain language component. In the EFL field , the knowledge
meant is the knowledge of the language rules or grammar, and
vocabulary. Sometimes, they are receptive tests if the testee is to
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choose the right option of the multiple choice given, and in other
cases, they are productive as the testee has to supply or provide the
option required for responding to the test traits. According to
Broughton et al (1987), in the knowledge test, the emphasis is on the
language sub-skills (i.e., grammar, vocabulary and phonology), using
the discrete point approach.
On the other hand, communicative tests are designed to
measure the student' s general language communicative competency
in a more integrated way. In communicative tests, the emphasis, is
on the testee's communicative skills or the four modalities: listening,
speaking, reading and writing. However, these tests can measure the
testee' s these skills in these modalities independently or in an
integrated approach. The interest is in measuring the testee' s skill in
sending a meaningful message or getting the meaning of a language
message in a given situation. The integrative tests can be classified
as communicative tests. Brougton et al, in 1987 point out that the
communicative tests are based on the integration of the language
items in each language communicative skill (i.e., listening, speaking,
reading and writing).
Thus, we can conclude that any language test can be put into
one of the above mentioned categories on three bases: a. What is it
set for?, b. What formats are used in the language test?, and what
skills or sub-skills it evaluates or measures. Yet, because of the
correlation between the different language variables, a test that can
be used, basically for one purpose and secondary for another. Thus,
the achievement test can be basically an indicator of the student' s
achievement in the EFL program, yet, it can be used as indicator of
the student' s language performance and attitudes because of the
correlation between these learning variables.
. Also, because of the use of different formats m a test, it can be
classified as a subjective test and an objective one. Moreover, if the
purpose for administrating the language test is sorting out the
students and classifying them for further training or education, a test
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can be norm-referenced test. But if the purpose is finding out how
much the student has achieved from the syllabus taught, a test, will
be in this case a criterion- test. Heaton ( 1976) thinks that many
progress, achievement and proficiency tests can be used as diagnostic
tests to some degree enabling the teacher to identify specific areas of
weakness and difficulty so that he is able to plan the most
appropriate remedial program
Thus, the achievement test can do the functions of the other
tests while other tests can not be used properly for measuring the
student's achievement in the EFL program. Yet, though achievement
test can be used for other purposes in addition to evaluating the
student' s achievement in the EFL program, other language tests can
not be used basically as achievement tests since they are not based
on the content taught in the EFL program. Thus, the diagnostic test,
or the performance or the aptitude test can not be an effective in
measuring the student' s achievement in the language program,
though the student' s performance of any of these tests can indicate
to his/her performance if placed in an EFL English program.
As the interest in the present study is in the general
secondary education certificate English exam, it is important to note
that it is looked upon as an achievement test for two reasons: a- It is
administered by the end of the EFL program, taught in the final
phase of the secondary school, b- It is claimed that it is based on the
content of the syllabus taught in the final phase of the general
secondary school certificate. Yet, being an achievement test does not
negate the fact that it can be used for other purposes such as
measuring the EFL students' language aptitude, and proficiency
because of the correlation that may exist among the three variables.
Besides, if we look at the secondary school education certificate
English exam, from the perspective of the formats, it can be
classified as subjective and objective because of the open-ended and
the multiple choice formats used in it. Moreover, on the basis of the
skills and sub-skills, measured, it can be communicative test as it
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measures the testee' s reading and listening skills, and it can be also
classified as knowledge test because it measures the testee' s
language knowledge, in both grammar and vocabulary. Moreover,
because the interest in the G .S.E.C.E.E is comparing the students'
performance to each other or a certain norm rather than finding out
how much they have gained from the EFL program, these exams can
be categorized as norm-referenced tests.
Thus, we can conclude that the general secondary school
certificate English exam is basically an achievement test. Yet, it can
be used indirectly as a performance or an aptitude test because of
the intervention and the correlation between these variables. It is
also subjective and objective test because of the variety of formats,
it includes. It is also, communicative in parts of testing reading and
writing and discrete pointed in the parts of the vocabulary and
grammar.

1.6. The Assessment Process From A Historical Perspective:
For evaluating the assessment process, used in our educational
system, I think it is important to survey and analyze the history of
the assessment process, in the field of EFL teaching, all over the
world. The purpose, for this survey, is to show the development of
the assessment process and what new interventions and trends have
been used, either in assessment tools or the language tests formats,
or the language skills and sub skills measured.
The survey and
process, can be made
the skills , the tools
historical perspective
different components
perspectives.

analysis of the development of the assessment
from different perspectives, e.g., the formats,
and the historical perspectives. Yet, the
can manifest more comprehensively the
of the assessment process than the other
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The EFL assessment process, in the world can be tracked along
the following different stages, each of which is based on its own set
of assumptions about language teaching and testing:

a The intuitive or subjects era:
During the last century and into the early decades of our
present century, language testing was intuitive and subjective in its
nature. It depended on the personal estimation of the teacher. Weir
(1987) points out that the setting of the testing of that time was an
artificial one and the testing operation occurred in certain places (i.e.
the classroom). The involvement of the testees, in authentic
situations, was no part of evaluation criteria of the language testing,
then
The testing formats, common during this era, were subjective
open-ended questions and free writings. The main objective was to
measure the testee's learning of a certain subject. The concept of
learning, at that time, was memorizing facts or forms. Language
function was not the main concern. Lists of words, in the target
language, and the knowledge of the form were the chief concern in
language teaching and testing.
The tests, at that time, focused on reading and writing skills;
and vocabulary and grammatical forms, as sub skills. Madesn (1983)
states that tests, at that time, were dependent on the personal
impressions of the teacher. The teacher was the only authorized
person to design the test ,which was supposed to fulfill the criteria
which he/she deemed pertinent. Students, at that time, had to learn
by heart, lists of language vocabulary and forms of the language
grammar.
The context, of the language syllabi, was based on the written
inscription, of the target language. Little or no attention was paid to
the communication process, in the target language. The literacy
concept was limited to the learning of the grammatical form of the
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language, and reading the written texts. Accordingly, a great part of
language testing, was devoted to measuring the students' mastering
of the grammatical forms.
The translation, into and from the student's native language,
was another technique, used in tests of that era. The assumption
behind this technique, was that, learners should be trained to
develop their skills, in translating the target language into the native
language and vice versa. Translation and grammar were supposed to
be the language skills measured in language testing.
During that time, both the teaching process and the assessment
process were teacher centered. Weir (1987) mentions that there was
no role given to the learner, except that of receiving the knowledge
from the teacher. The transmission of knowledge from the teacher to
the student, was the basis of the language learning. Both in the
teaching process and the assessment process concerned little faith in
the students' ability to be active learners.
The assessment process relied, solely, on the formal approach,
i.e., on a written test constructed by the teacher. The testee's
participation, in class activities, and his or her interaction, in the
class, were excluded from the assessment process. The students
were passive, all the time, during the teaching process. The criteria,
for evaluating the teacher's management of the class, depended on
the extent of the teacher's control of his/her class. The students'
silence, m classroom is the indicator of the teacher' s management
skills.
The only function, of the assessment process, was, to evaluate
the student's competency for awarding him/her a certain grade that
could be used for further education. The assessment process was
separated from the teaching process. The other functions, of the
assessment process, such as evaluating the educational program or
the teaching method were excluded.
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THe function of the language tests, at that time, was limited to
sorting out the students for administrative purposes(i.e.. for selecting
them for further study). Testing has, traditionally, provided a
measure of the student's achievement for evaluating the testee's
success.
Brown (1984) states, that the emphasis, in the past, was on
summative assessment as the purpose was to sort out testees, so that
they can be, easily classified and promoted to further study or
training
Learners, taught and evaluated, according to the intuitive or
subjective assumption, were found to have the capabilities to
translate or read a written text , but they could not be involved m a
communication discourse effectively. They could not send, a
meaningful message in an oral situation, or get a meaningful
message, from a speaker of the target language.
Yet, this era has been criticized for the lack of the quantitative
terms used and the over reliance on the subjective judgment of the
teacher. Also this era have been criticized for the disintegration
between the teaching process and the assessment process The
assessment process used to be administered at the end of the
teaching process for awarding the students the grades.
b

The

psychometric-structural

era

The next era, according to Weir (1987), is best described, as the
psychometric era, since it is based on the assumptions of the
behaviorists, in psychology s. The assumption, has been that learning
is the change, that can be noticed, in the behaviors of the learners
and it is the outcome of the environmental experiences.
Consequently, it can be counted and it can be measured in
quantitative terms.
Also, it is called structural era as it the structuralists, at that
era, used to have their own bearing on the tests of this era.
Structuralists assume that, the language system could be divided
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into units or words and so on. The elements of the language,
accordingly, could be broken into discrete elements that could be
taught and tested separately with little or no attention to how these
elements worked together, in a communicative situation.
The combinations of the assumptions, of both the behaviorists
and the structuralists, gave rise to the psychometric- structural era
in the language teaching and testing. Its main assumption, was that
both, in the field of the language teaching and testing learners learn
language bit by bit, and consequently, tests should focus on bits of
knowledge in a-specific way. Brown (1984) points out that the
one factor at a time such as
discrete points' tests only looked at
punctuation usage ,a grammar correlation, etc. According to Madsen
( 1983 ), during the scientific era, many changes occurred. For
example, testing specialists with linguistic training entered the scene.
and objective tests were devised for measuring, both the recognition
and the production of separate language units, sounds, words , or
sentences.
Thus, objective tests have come to replace the subjective tests.
Objective tests, were claimed, to have more reliability and objectivity
than the subjective ones. Also, the scoring process of the objective
questions does not need trained teachers. Weir (1987) states that,
the clear advantage of the 'discrete linguistic points' tests is that,
they yield data that are easily quantifiable, as well as allowing a
wide coverage of items. He claimed that they are efficient and have
the usual reliability of marking associated with objectively scoring.
The multiple choice technique has come to be the domain test
format, in the tests of that time. During this era, tests, were usually,
lists of unrelated sentences that were incomplete or that contained
errors, and the testee had to complete or correct by selecting
appropriate multiple-choice items. The number of the options, given,
used to be the right option and two distracters. To prevent the
impact of the testee' s guessing on his or her performance, the
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options given, were
dis tracters.

increased to four, i.e., one right option and

three

The evaluation of any test, at that time, depended solely on
statistics. Specialists can decide the effectiveness of each test by
measuring its validity and reliability. Also, computing the
discrimination power of the test, and its difficulty indexes, are put
into consideration, while judging any test's efficiency.
Yet, language tests at that time have not been praised for their
improper validity, particularly the construct validity of a test. Weir
(1987) argues that, the clear advantages of the discrete linguistic
points are that they yield data that are easily quantifiable as well as
allowing a wide coverage of items, but they suffer from the defects
of the construct, they seek to measure.
They are also blamed for breaking the language into discrete
and isolated items. Oller (1983) points out, that the discrete-point
analysis used, in the tests of this category, breaks the elements of the
language apart and tries to teach them separately with little or no
attention to the way those elements interact in a larger context of
communication.
The psychometric era tests, have also been found ineffective
from the whole learning or Gestalt perspectives that assumes
language learning should go from whole to part rather than from
part to whole. Chaplen (1976) criticizes isolated skills' tests because
they can not provide, either singly or in an aggregate, a satisfactory
measurement of the Gestalt. The language test has to focus on the
wholeness of the language instead of discrete items. Measuring the
student' s language competence, using the discrete point approach
can not be an indicator of the student' s communicative language
competence.
Basing the tests of this era on the assumption that the student'
s competence in grammar or vocabulary can be an indicator of
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his/her language communicative competence is one of the POs
against them. Savignon (1985) claims that, grammatical competence
itself was not a good predictor of communicative skills. He suggests
measuring the testee's communicative skills, instead, i.e. his ability to
negotiate in the target language. He argues that the communication
process implies more than the recognition and the production of the
discrete items of grammar or vocabulary tests.
Tests of that era have been adverse for denying the role of the
whole context in getting the meaning of the words included. Isolating
the word out of its context makes it meaningless. Kelly (1987) argues
that if the goal of the applied analysis of meaning, is the recognition
of the context specific meaning, of an utterance, as distinct from its
system-giving meaning, then applied linguistics should be more
interested rn the development and measurement of the ability, to
take part in specified communicative performance.
What the tests of this era claim to measure has been
inauspicious for being artificial, consequently it can not be an
indicator of the student' s language communicative skills. Rea (1992)
thinks that tests, at that era, yield artificial, sterile and irrelevant
types of items, which have no relationship to the use of language, in
real life situations. He argues, that language should not be assumed,
as an abstract array of discrete items, to be manipulated only in a
mechanical way. Measuring the student' s communicative language
competence can be more authentic than measuring his or her
recognition and production of the target language' s discrete points.
The meaning of the whole text has been argued to more than
the accumulation of its bits or discrete parts. .Morrow (1986) has
pointed out that assessing the learner's proficiency, i.e. the potential
success, in the use of the language in some general terms, should
focus on the test of a knowledge of the learner and his ability to
apply the rules and processes, by which these discrete elements are
synthesized into infinite grammatical sentences that can be
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appropriate for a particular context. He stresses the point that, the
aim should not be the knowledge of the elements alone.
Both Rea (1992), and Morrow (1986) have emphasized that,
although indirect measures of language abilities claim extremely high
standards of reliability and concurrent validity, as established by
statistical techniques, their claim to the other types of validity
remain suspect. Morrow cites as evidence of this fact that neither
cloze nor dictation offers the opportunity for spontaneous production
by the testees.
Thus, though language tests of this era have been praised for
the high value of reliability, efficiency and objectivity , they have
been criticized for acting against the wholeness or the integration of
the language elements. They have also been criticized from
communicative and functional perspectives. Kelly (1986) points out
that some testees might manage to succeed in the indirect tests by
receiving training of a certain kind and thus the test will be
invalidated. He further adds the point, that in some cases, indirect
tests are subject to attacks on their validity, especially where it is
possible to bypass the ability in question and develop proficiency, in
the assessment task alone.

c The psycho linguistic era
Largely due to all of the criticism leveled at the psychometric
era discrete point tests, the 1970s ushered in the socio-linguistic era
and integrative tests According to Weir (1987), the main
assumption, behind this kind of tests, was that language skills and
sub-skills should be tested through an integrative approach, not as
isolated or discrete points.
Tests of the psycho linguistic era are claimed to be more
effective in measuring the EFL student' s language competency since
the interest is in measuring the student' s actual use of the language.
Spolsky (1975) states that the integrative measurement is, in
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contrary to, the allegedly atomistic assumptions of the 'discrete point tests'. Integrative tests are, claimed, to be more effective as
they are based on the assumption of the integration of the whole
language skills and sub-skills. In addition, they are said to measure
the ability to integrate the separate language skills, in ways that
more closely approximate the actual process of language use.
Socio-linguistic tests go beyond mere measuring language
discrete points that may reflect the student' s receptive skills to the
positive skills since the interest is in the student' s performance in a
more communicative way. Oller (1983) thinks that, the concept of an
integrated test was born, in contrast to, a discrete point test, that
takes skills apart. He argues that global integrative tests, such as
the cloze and dictation, go beyond the measurement of a limited part
of language competence achieved by discrete-point tests with their
bias towards testing the receptive skills.
The sociolinguistic contribution centers on the concept of
communicative competence, which, according to Weir (1987),
represents a broadening of Chomsky's notion of competence to cover
the knowledge of the rules for forming sentences as well as the rules
of using them in the appropriate context. Read ( 1981 b) points out,
that language contains a considerable amount of redundancy, so that
it is difficult to show that any single linguistic unit as indispensable
for communication.
Integrative tests simultaneously evaluate clusters of
interrelated, often undefined skills such as listening, writing, spelling,
and punctuation. So, open-ended question formats and free writing
formats are often used in these tests. Yet, multiple choice formats
that is common in discrete point tests can be, also, used in sociolinguistic tests because of the potential of this format in measuring
discrete points as well as communicative language skills like reading
and writing. Brown ( 1984) states that multiple choice tests can be
either integrative as in reading passages or discrete-point as in
vocabulary tests.
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Language is seen, as an aggregate of 'skills' of various kinds,
then assessment is likely, to be in terms of a classification of skills.
Broughton et al. (1987) states that if language is seen as a kind of
code , a means by which ideas may be expressed as easily by one set
of symbols as by another, then grammar will be seen as the code
books by means of which the cipher may be broken. Knowing a
language will be seen as the ability to operate the code, so
assessment will be in terms of knowledge of the rules (i.e.,
grammar) and, the facility in transferring from one set of symbols to
another (i.e., translation).
Thus, we can conclude that the integrated tests are questioned
and evaluated, now, though they have been claimed to be more
effective than the 'discrete-point tests. The attacks against the
integrative tests, according to Weir ( 1987) center around the need
for testing the student's communicative skills in more comprehensive
and interactive approaches.
d

The

communicative

perspective:

The main assumption, in these tests, is that the goal of the
language learning should be the communicative competence of the
learner. Consequently, language tests have to focus on measuring the
testee's communicative skills. They should include different
situations, in which the testee, has to use the language, as a means to
decode or encode a meaningful message.
The degree of formality of the interaction, the attitudes and
purposes of the participants, the setting of the context and the
spoken and the written media, should be considered in the language
testing situation. Broughton et al (1978) indicate that if knowing a
language is seen, as the ability to communicate in particular sorts of
situation, then assessment will be in terms setting up simulations of
those situations and evaluating how effective the communication,
that takes place is. ..
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Language tests should indicate, how well a person can function
rn his second language
Madsen (1983) has pointed out, that tests
today are mainly concerned with evaluating real communication, in
the second language. He argues that, the best exams are those, that
combine various sub skills, as we do when exchanging ideas orally or
in written ..
Measuring the student' s communicative language competency
requires basing the test used on the components of that competency,
i.e., grammar knowledge, semantic knowledge and communications
means whether it is verbal or non-verbal. Canale et al (1980) clarify
the terminology necessary for forming a more definite picture of the
construct of communicative testing. They think that, communicative
competence is to include grammatical competence ( knowledge of the
rules of grammar), sociolinguistic competence ( knowledge of the
rules of use and rules of discourse) and strategic competence
(knowledge of verbal and non-verbal communication strategies) and
the last two competencies combined together
Yet, the communicative tests era have new trends that have
shifted the emphasis from the linguistic dimension to the
communicative dimension. The emphasis is no longer on linguistic
accuracy, but on the ability to function effectively through language
in particular context of situation. The testee' s fluency in using the
language should be emphasized over his accuracy. Cooper ( 1980)
views that the existing communicative tests might fail to assess a
person's communicative ability if test frameworks concentrated on
linguistic competence.
EFL student should be given the opportunity in the EFL
program to use the language in a communicative way , i.e., doing the
language act required in the speech event. Carroll (1980b) thinks,
that the learners do not need theoretical or analytical knowledge of
the target language, but they need the ability to understand and be
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understood in that language with the context and the constraints of
particular language-using circumstances.
Thus, we can conclude that, the assessment process literature is
of a changing nature and surveying and analyzing it, reveals that
the current interest is in communicative tests with an emphasis on
communicative skill more than the linguistic skill. The focus in the
EFL process, is on the meaning of language act the student performs
whether it is oral or written.

1. 7 The Study Hypotheses:
The present study is attempting to test the following hypotheses:
I-The assessment process, in our educational system is not efficient
enough to achieve its purposes and it has harmful effects on the EFL
teaching process. The students' reluctance from take part in the
classroom activities and the learning problems such as special tuition
and market book can be some of bad outcome of that process. Yet,
using other tools such as student' s different classroom activities in
addition to the G.S.S.C.E.E rn the assessment process could make it
more effective, in this respect and helpful to EFL programs.
2-The Secondary School Certificate English Exams, in the last five
years, lack the requirements of the effective language tests .
These exams may do not have the proper efficiency or validity or
reliability required for effective language tests. They do not
measure the student' s communicative language skills, either.

1.8. The

Study

Assumptions:

- Evaluation is necessary in order to ensure
the components of our educational system.

the effectiveness of all

-The requirements of effective evaluation must be incorporated into
the assessment process.
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-Effective evaluation relies on the related data yielded from different
multiple sources of assessment in the EFL programs.
-We should assess, what we actually teach. Assessing something
rather than what we teach our students m EFL programs, for
evaluating their language competencies is unfair.
-Language skills are integrated, and separating them, either in the
teaching process or the assessment process, is an artificial process.
-The syllabus, taught in EFL programs, is just one component of the
teaching program.
-The involvement of the student in the proper classroom activities
correlates positively to his/her language acquisition process. It can
be part of the comprehensible input in the student's foreign language
acquisition process.
1.9 The Limitations of the Study:

-The present study is limited to the evaluation the assessment
process of students' competencies, in English as a foreign language,
in the General Secondary School Certificate from the year 1988 to the
year 1993.
-The language analysis included, in the study is, also limited to
Secondary School Certificate Exams, and the syllabus, taught for the
secondary school certificate students (i.e. Excel Books series with the
parts of the extensive reading set).
- The judgment of the reliability of the exams, included in the
present study, are limited to the sample, used in this study, i.e., 300
students (boys and girls in grade three of the secondary school
certificate).
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Terms Definitions:
For the purpose, of the present study, these terms have been
defined as follows:
1.10

-Test
A test refers to any procedure used for measuring how much a
student has learned about a particular course or program of
instruction ( Richards, 1993, p.3). It is a carefully prepared
measuring instrument, which has been tried out on a sample of
people, similar to those who will be assessed by it, which has been
corrected and made as efficient and accurate as possible, using the
whole panoply of statistical techniques appropriate to educational
measurement (Broughton et. a., 1978).
Yet, in the present study, tests are used to refer to either what
is usually a short, quick teacher-devised activity carried out in the
classroom and used by the teacher as the basis of on-going activity.

Achievement

test

An achievement test is a test which measures how much a
student has learned with reference to a particular course or teaching
program. It is based on the content being taught and it is usually
administered at the end of instructing such content.

Language

aptitude

test

A language aptitude test, according to Richards et al (1993), is a
test which measures a person' s aptitude for learning a foreign
language. It is not based on the content of a specific content.

Proficiency

test

A proficiency test is a test that measures a student' s language
competence and how much he/she has learned from the different
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language co uses he/she has studied. Yet, according to Richards et al
(1993), a proficiency test is different from an achievement one in
that the former is not linked or based on the content of a certain
syllabus taught. A proficiency test can, also, be administered before
or after the teaching program.

-Exam:
An exam is any external test for measuring how much the
student has learned with reference to the program taught. The term
examination usually refers to a formal set-piece kind of assessment
where pupils are isolated from each other and usually have no access
to textbooks, notes or dictionaries. An examination like this may be
set by the teachers or head of the department in a school or by some
central examining body such as the Ministry of education.

-Assessment:
Assessment is the systematic gathering of information about
student' s language competency or any learning variable in a more
comprehensive way than a test or an exam does. The assessment
process is not limited to one tool such as tests or exams but it can
include data from student' s performance in the different language
teaching activities, such as student' s journals, interviews, tasks, class
participation, teacher's observation sheet and so on. (See figure. 1,
p. l for more details about the assessment components).

-Evaluation:
To Richards (1993, p.130), evaluation is the process of judging
the effectiveness of any component in the teaching process. Effective
evaluation should be based on data yielded from the assessment
process. Achieving the objectives underlying the variable being
evaluated is the indicator of such effectiveness.
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Tasks
Richards et al (1993) thinks that a task is any act1v1ty
designed to help achieve a particular learning goal. Yet, in the
present study, a task is used to refer to any specific kind of activity,
designed to help the teacher to have information about the student's
achievement of a certain language goal. Thus, the word 'activity' has
a broader meaning since it can include many tasks. A task can be a
reading, or a writing or an oral task. Of course for tasks to be
effective, they should be based on certain systematic procedures.

-Class

Participation

It is the EFL student' s participation

in the interaction process
inside class, either with the teacher or with the peer group. It is the
process of negotiating ideas inside the class. It refers to the student' s
participation in the EFL activities, used in the EFL instruction.

-Journal or learning log
This is a kind of notebook or papers and sometimes tapes used
by the student to extend what he or she has learned in the class to
areas outside the classroom activities. Thus, it can be used for giving
the student chances for further practice and extension.

- Homework
Homework is the additional or extra language exercises given
to the students to do at home for further practicing , what he or she
is being taught in the EFL class. It is usually used for getting data
about the student' s literacy skills.

Comprehensible

Input

According to Krashen (1985), any understandable language
instruction experience is assumed to develop student' s language
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competence as the experience is added to his/her comprehensible
input. Thus, the comprehensible input is claimed to have its positive
impact on student' s language performance that represent student' s
OU tpu t.

Authenticity
Elliott (1991,) states that authentic assessment refers to the
tasks that are worthwhile, significant, and meaningful. Authenticity
has been used, in the present study, to refer to any meaningful and
purposeful teaching or assessing experience in the EFL programs.

-Summative

evaluation

It is the process of providing information to decision-makers
about the students attending a certain language program taught.
Richard et al (1993) think summative evaluation is given at the end
of a course of instruction and it tries to measures or sums up how
much a student has learned from the course. The purpose is
classifying the students into groups for promotion to a further
training or teaching program.

- Formative

evaluation

A formative evaluation provides information about an ongoing
teaching program for the purpose of improving it and making it more
effective. According to Richards et al. (1993) a formative evaluation
can occur during the development of the teaching process.

Equitability
According to McLaughlin (1991) equitability refers to the fair
assessment in which EFL student is given several opportunities to
show best his/her language competence.
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Formal

assessment

Navarrette et al (1990) think formal assessment refers to any
written test or exam administered for measuring student' s language
skills. In the present study this term is used to refer to student' s
performance either in the teacher-made written tests, or the final
exams.

Informal

Assessment:

Informal assessment, according to Navarrette et al (1990)
refers to using student' s performance in the different learning
activities other than written tests. In the current study, informal
assessment is used to refer to student' s performance in all the
different EFL class activities, as an indicator of his/her language
competence. It includes student' s performance in the EFL class,
activities and the tasks, he/she is asked to do; his/her homework and
journals; and so on ..
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Chapter.2
Review of Literature
In spite of the great numbers of the varied and effective
studies, conducted every year at faculties of education and the
educational center, almost no study has focused on the assessment
process in EFL program. May be the assessment process and the
teaching process are, still, viewed as independent and separated
components in our educational system. Also, using the current
system for many years now and the distinct role of the G.S.E.C.E.in
that system make ones feels that the assessment process is that
sacred component of the educational system that should not be
questioned or evaluated. There are so many studied based on EFL
teaching methods and curriculum but hardly any on the assessment
process. Consequently, the literature related to the present study in
Egypt is almost rare.
On the other hand, being integrated in the teaching process
almost all over the world, the assessment process is in a constant
change. The literature related to the assessment process is rich in
context and it extends to cover all the components of assessment
process. The purpose of investigating the assessment process is to
guarantee its effectiveness to guide and direct the teaching process.
Because of the scarcity of the studies, conducted in our country
in the assessment process and the plenty of studies conducted
abroad, the trend in this chapter has shifted to the literature related
to the assessment process in EFL programs, in countries rather than
Egypt.
Yet, while analyzing and evaluating these studies, the
surroundings of our country have been taken into consideration in
the present study.
However, for precise and systematic reasons, the present study
has categorized the related literature into the following:
I -EFL Assessment Skills, Sub-skills Techniques and Formats.
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2-The New Trends In The Assessment Process.
3-The Portfolio Assessment Approach

2.1 Literature Related To EFL Tests Skills and sub-skills;
Techniques and
Formats:
All the assessment process components (i.e., skills and subskills, techniques and formats) are being questioned now, for more
efficiency. Tests of listening comprehension, oral tests, reading and
writing are investigated. Vocabulary tests, as well as, grammar and
pronunciation tests are subjected to a number of studies, all over the
world. The investigation process is not limited to the tests' skills and
sub-skills, only, but it also extends to cover tests methods, such as,
multiple choice, cloze passages, dictation, translation, free and
controlled writing and so on.
In 1984, Ingram discusses the role of different types of testing
Knowledge-based tests,
instruments, in second language program.
including discrete-point and integrative tests (Foreign Service
Institute Scale and the Australian Second Language Proficiency) are
contrasted. The ASLP is found to be valid, reliable and suitable for
the measurement of general proficiency, while other instrument may
be more appropriate for various other testing objectives
In 1981, Duffelmeyer suggests non-traditional techniques, for
testing vocabulary. He offers a vocabulary testing technique, that
requires the student to match the description of a situation or the
expression of an idea with a word to which the situation or idea
alludes. He argues that the matching method is effective in
measuring the testees' vocabulary.
Holzman (1981) investigates the advance organizer
effectiveness for disadvantaged seventh graders.
The influence, of
the organizer, is assessed under two testing formats : recall and
recognition. The organizer is claimed to be effective,
regardless of the testing conditions
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Woodford (1982) refers to the fact, that foreign language
testing, in schools has followed the general trends of foreign language
education, from teaching and testing grammar, to the audio lingual
approach of the 1960s and the developments since that time. The
study suggests, that assessment measures need to be
tailored to realistic objectives, not to the nearly impossible goal of
mastery of four language skills, in the foreign language course. The
need, for valid and practical measurement tools, is stressed
In 1982, Low conducts a study about the use of direct testing
academic writing, in a second language. He discusses an attempt to
derive, use, and partially validate a theoretical approach to the
design of the language-use tests that is called "explicit direct
testing." The explicit direct method test is recommended for use
with the writing assessment.

In 1982, Jongsma investigates the development and validation
of a test of listening comprehension for English, as a second language,
at the Dutch National Institute for Educational Measurement. Both
the tests formats (i.e., true-false items and modified cloze items with
two options) are found effective to measure foreign language
listening comprehension, in a valid and reliable way, testing
comprehension of a large variety of language samples. Though, the
cloze item appears to demonstrate better psychometric qualities, the
true-false format is recommended.
Rausch, in 1983, points out that writing textbooks are changing
to reflect the curricular shift from an emphasis on product to an
emphasis on process. The product approach focuses mainly on
surface features and uses an instructional strategy of testing writing
rather than teaching it. The process approach focuses on what
effective writers do, as they move through the stages of pre-writing,
organizing, drafting and rev1smg. In assessing wntmg,
students journals and other language writing activities should be put
into consideration.
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In 1983, Snyder states that foreign language tests should be
creative, so as to help the students to use the language creatively.
They should also be communicative so as to allow for both
meaningful language usage and meaningful contexts. To achieve
these two purposes of creativity and communication, they should
include formats, such as multiple-choice formats, true-false ones and
essay tests. They should also include oral interviews and cloze
procedures
Huffman (1983) studies the effectiveness of a language
proficiency testing method, using partial dictation. The partial
dictation exam is a combination of dictation and cloze procedure. The
entire text is presented, in an auditory version and two printed
versions are presented to students with portions to be filled in, by
students. The decoding and encoding processes tested, are felt to
give students a feeling of achievement and test their global language
proficiency.
Masson in 1983, in a study about the reading comprehension
tests, indicates, that the reading span test, as a measure of working
memory storage and process functions, is predictive of performance
on standard reading comprehension tests. The study shows, that
reading span is related to the ability to draw inferences from,
integrated text information.
Sagi in 1984, hypothesizes that Hebrew-speaking School
students would be influenced by the assumed content more than by
the grammatical gender of Hebrew stimulus words in recall,
classification and preference tests. 48 Israeli students are tested. Sc
generally performed as predicted, responding to meaning rather than
to grammar. Similar results have been obtained in previous studies
testing English speaking populations. It is suggested that grammatical
gender plays a role in tasks with a higher level of cognitive
complexity, such as memory tasks.
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Lyons (1984) cautions, that criterion referenced tests are no
more effective at diagnosing comprehension sub-skills, than are
traditional instruments. They may also be incredible to the sub-skill
approach to comprehension. He stresses, that the assessment process
should be more related to the classroom teaching activities.
Abdrabou (1984) argues, that the close relationship between
learning and testing, is best exemplified, in achievement tests which
are designed, both to reinforce learning and to provide feedback
about the effectiveness of teaching. The study emphasizes the
instructional value of the achievement tests. Those tests are claimed,
to contribute to the effectiveness of the teaching/learning process.
Hunter (1984) argues, that language teachers should minimize
depending on written responses, in their assessment processes. In
his article, he explains how to evaluate students in ways, that
emphasize oral responses student grading of papers. The student
performance, in written tests should not be the only assessment tool.
He recommends the inclusion of the informal assessment tools in the
assessment process.
Arnaud, in 1984, investigates, in a study, the validity of second
language vocabulary tests and whether or not test scores accurately
reflect the quality of language behavior in real-life situations. It
attempts to prove the validity of vocabulary testing, by comparing
test scores, to indices of vocabulary richness, in second language
production.
Results do not show text length to correlate with
vocabulary richness. However, results indicate that, a low, but
significant correlation exists between discrete-item test scores and
lexical richness variables, in each homogeneous group.
Moes (1984 ), in a study, investigates the relationship between
text organization and children's reading comprehension of expository
materials. An analysis of covariance. using a hierarchical regression
technique, suggests that students benefited from reading text that is
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written to highlight comparisons among concepts presented rn the
passage.
In 1985, Markham discusses the psycho-linguistic models of
reading comprehension and presents general guidelines for reading
comprehension testing, in a second language. The guidelines focus on
content validity construct validity and predictive validity.
Suggestions are given, for ways teachers can prepare students for
tests and avoid problems in the validity areas.
Takla (1985) studies estimating the students' vocabulary sizes
rn foreign language. It is recommended that research on test types,
should focus on how to tap partial knowledge of word meanings and
their effect on vocabulary size estimates and on estimation of
vocabulary in the context of discourse comprehension and
production. The study , also, outlines a large-scale
assessment of French comprehensive school students' active and
passive vocabularies, word-formation skills and contextual inference
abilities in English.
Fulwiler ( 1985) emphasizes the importance of the writing skill,
for the teaching learning process of the foreign language. Yet, the
writing assignments, in most secondary schools, for being mechanical
and trivial in nature. The fate of writing and of the total curriculum
are intertwined. Suggestions for improving developing the students'
writing skills and assessing them are presented.
Kelly, R. (1986) discusses current approaches to language
assessment such as norm-referenced tests, and informal and
descriptive assessment. A proposed strategy advocates a
combination of descriptive and formal assessment measures, which
involves interviews, observations, and non formal assessment
procedures.
In 1986, Lombard studies the validity and reliability of two
techniques of assessing writing proficiency, in EFL. The objective,
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multiple choice method is compared with
The multiple choice test is found, to be a
testing writing proficiency, yet there is a
objective and subjective techniques used,
approaches tap similar skills.

a subjective, essay method.
reliable and valid method of
correlation between the
indicating that both

Bejar, in 1985, in his preliminary study of the raters for the
test of spoken English, investigates the feasibility of reducing scoring
costs for the test of Spoken English, by using one rater. It is claimed
that, because of the possibility of different standards, used by
potential raters, it does not appear feasible to use a single rater as
the sole determiner of the speaking proficiency. The best predictors
of rater disagreement are the identities of the raters and the use of
different examinees , but varied, slightly, in the severity of their
ratings and standards. Raters agreed, substantially, about the
ordering
In 1985, Stevenson points to the importance of the tests and
the intelligent application of the language testing approaches,
techniques and methods for improving the classroom teaching
learning quality. He argues that the concepts of reliability and
validity, the overall educational and social context, accountability and
He adds that understandfairness deserve increased emphasis.
ing of each of these concepts and of their interrelationship clarifies
the importance of tests and the attempt to improve them.
James, in 1985, in his discussion of the techniques for teaching
and testing listening comprehension, refers to the relationship
between the listening comprehension skill and the speaking skill. He
suggests encouraging kinds of listening tasks in the classroom, by
means of filmed or taped material and editing the listening materials,
especially the low proficient students. A variety of testing
approaches, items and techniques are compared in that study
In 1985, Simmonds offers an evaluative assessment of the
main English language examinations available, in order to find, what
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testing techniques are being used, and which appear to be the most
fruitful, in terms of what they say about the candidates. The main
criterion for evaluating the effectiveness of any language test should
be how much it indicates what the learner has/not learnt.
In their review of the literature, related to the testing
vocabulary in the second language, Read and Nation, in 1986, survey
problems such as estimating vocabulary size, what constitutes a
word, how a sample should be selected and the criteria for knowing a
word and so on. The checklist is claimed to be the alternative
diagnostic measure.
Supramaniam and Sahraie, in 1986, in their study about the
assessment process, in the multicultural schools, states, that the
search for appropriate testing approaches and instruments, is a
constant one. They have suggested, the idea of the item bank, that is
currently being developed, for the future test construction and
adaptation
Applebaum and Taborek (1986) indicate, that the oral
interview tests have been used to place the learners, in two appropriate EFL programs in Toronto. The instruments used were: Foreign
Service Oral Interview and authentic situations. The two oral
instruments have been claimed, to be effective in this respect.
Wood (1987) indicates, that reading is tested through (1)
reading passages, accompanied by a multiple choice questions, (2)
cloze tests, (3) retelling passage, ( 4) reading aloud, (5) reading and
reasoning aloud, (6) informal reading inventories, (7) tests measuring
the affective domain and (8) vocabulary tests. Results, also, indicate
all of the four most popular standardized tests have problems, in
terms of some hard items or the time allotted.
Read, in 1987, points out that, while interest in second
language vocabulary knowledge has increased, vocabulary testing
remains largely confined to the quantitative measurement of discrete
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items. More qualitative measures are needed to assess, how well
particular words are known. Usually word knowledge has been
measured in two ways, as a set of components or aspects, and as an
ordered series of levels of stages. Interview techniques are
suggested, for use with the second language learners.
Trujillo and others ( 1987) , in their guide for the French
language curriculum, outline the target language and cultural skills ,
and suggest general instructional strategies for achieving general
and specific educational goals. They recommend that testing
vocabulary lists for specific areas of linguistic content, should include
sample conversations, classroom activities and other vocabulary
exercises.
Nuttall (1987) discusses the psychological and educational
assessment practices used with limited-English proficient students,
as revealed by a nationwide study of local educational agencies. The
testing approaches, used with these students, are most frequently
the common culture approach and translated tests. He argues that
testing approaches should be varied and meaningful to the testees.
Royer, in 1987, introduces a technique for comprehension
assessment, that allows teachers, who have had only a moderate
amount of training to develop tests that are reliable, and
interpretable. The procedure can only be based on any text without
tryout and revision process. The role of classroom teacher and the
classroom activities, in the assessment process, has been
recommended in that technique.
In 1987, Peckham criticizes the California Assessment Program
, prior to 1987 for testing writing skills objectively. He focuses on
the most important characteristics necessary to a particular type of
writing rather than those that are common to all types. The direct
formats for assessing the testees' writing skills are recommended.
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Long (1987) suggests classroom activities for improving
listening comprehension skills and measuring them in beginning and
intermediate students. The study suggests, the use of a passage of
connected discourse from the native speaker of the language, as a
model for realistic monologue. Classroom activities, are also argued,
to be included in the teaching and assessing the listening
comprehension skills.
Villani} and Carrasquikko (1988), in discussing assessing
writing, in ESL classroom, point to the conflicting approaches and
viewpoints, in the literature related to that field. They suggest
strategies, for classroom evaluation and procedures, for the scoring of
the students' writings. They argue that, teachers should change the
focus in writing assessment from measurement to evaluation, i.e.,
from product to process. It is also recommended that, teachers
should emphasize the communicative competence and create a
classroom environment, in which students are willing to
communicate ideas and accept feedback. Teachers should provide
the right feedback to the students and help them to monitor their
own work.
In 1988, Jelink admits that literacy education for children,
youth and adults, in America, is in critical need of reconstruction.
The National Assessment of Educational Progress (NAEP) keeps pace
with research findings on the basic skills of these groups.
Yet, in
literacy education, these findings are not always used, to examine the
effect of the instructional variables on educational outcomes.
Hood and Solomon, in 1988, design a kit for the use of
Australian classroom teachers of English, as second Language. The
kit is claimed, to have the potential to provide the teachers, with the
detailed diagnoses of their learners' needs for reading and writing
instruction, from beginning to advanced levels. It can, also, be used
at the outset of or during a course of study, to give a detailed
assessment of the learner's reading and writing skills and strategies
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and to help teachers define appropriate learning objectives and
evaluate learning.
In their study about testing techniques, Clark and Cliford, in
1988, describe, briefly the rationale history of development, and
current status of the "proficiency-based" testing movement in the
United States and cite areas, in which additional research and
development work are recommended to enhance both the validity
and the practical value of this approach.
Mellor (1988) claims, that error-correction teaching and testing
technique can be suitable for German grammar instruction at the
intermediate and advanced level.
Also, they suggest a card game,
which enables beginning German students to practice interrogative
and imperative statements and to drill proper word placement and
review vocabulary.
Perkins and Shelia(l 988) examine whether an analysis of
objective test measures and holistically scored composition data
would support a single or a multi-factor theory of writing assessment
and which category to measure (direct or indirect) is more reliable.
Results indicate that the holistic and objective assessments are
relatively independent measures of writing ability, indicating
support for a 2 factor theory of ability assessment. The holistic
assessment is more reliable than the objective assessment.
Ackerman and Smith (1988) investigate the similarity of
information provided by direct and indirect methods of writing
assessment. Confirmatory factor analysis indicates that the 2
measures tap different aspects of the writing process, which provide
a framework for a cognitive model of writing skills. A combination of
the two assessment approaches is recommended in assessing student'
s writing.
Michigan State Dep. Education, for example, in a study in 1988,
about the educational assessment, investigates the evaluation needs,

55

and measurements objectives, in the State programs and the State
Standards. The study suggests a number of recommendations,
proposed for changes in the educational assessment there. It also
recommends expanding tests into more additional subjects, than
It is argued that the interest should be
those traditionally included
rn encouraging the students' performance.
Phillips and Fed (1989) in their study about reading
comprehension skills, try to determine whether there is a structure
to reading comprehension in elementary school children. Reading
comprehension of early readers appears to be holistic, closely related
to general intelligence and verbal problem solving.
In 1989, Pino suggests a practical oral testing model, that fits
speaking tests into the syllabus and course grade. It links the

teaching and the assessment approaches. It emphasizes the interactve nature of the assessment process. He recommends a model that
combines different test formats and methods in measuring student' s
language competence. The testing model suggested is claimed to be
more valid as it is based on the content of the syllabus taught to the
student.
Zutell and Rasinsk (1989) examine the connections between
oral reading abilities and spelling behaviors in 77 3rd graders and 60
5th graders. Results confirm a strong relationship between spelling
skill and oral reading ability, supporting the argument that a
common body of conceptual word knowledge underlies both.
Jimanez and Artile (1990) assess the predictive value of
reading readiness tests for learning success.
A I-year study is
conducted with 60 Canary Island school children (60 boys and girls).
Linguistic and conceptual organization are found to be the best
predictors of success in reading and writing acquisition, whereas
visual partial organization and reproductive memory show low
predicate value.
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Rautzel (1990) compares 2 whole language classrooms and 2
basal classrooms on the Gates-MacGinitie Reading Tests at the end of
l st grade. A significance difference was found between the 2
approaches, with the whole language approach being favored over
the basal reader approach on total reading scores as well as on the
vocabulary and comprehension scores. It is concluded that whole
language strategies and routines used will yield scores on traditional
reading standardized achievement tests that are comparable or
superior to those resulting from the use of basal reader programs.
Gable in 1990, presents a framework for applying error
analysis of oral reading to decision about placement and instruction.
The focus is on assessment practices that rely on the stimulus
material of daily instruction and that facilitate decision making, on
both what and how to teach reading. They think that the assessment
process should be integrated in the teaching process.
Tommola (1990) investigates in a study, the sensitivity of the
pupillary response, as an indicator of average mental load, during
three language processing tasks of varying complexity. Pupillary
responses were filmed. Dilation is associated with the task difficulty,
as predicted. Mental load is argued, to be greater at the beginning of
each language task. The study recommends real life performance,
that can take place, in authentic situations.
In 1990, Miller and Crocker conceptualize the review of
methods for validating writing assessment, within a framework
suggested by S. Messick(l 989). According to that framework, five
operational components were included: I-content validity
representatives; 2-structural fidelity; 3-nomological validity;
4criterion-related validity; and 5 nomothetic span.
Airasian (1990), in his paper, seeks to identify ways of making
measurement more relevant to the classroom instruction and making
classroom realities more apparent to measurement specialists. He
claims that, the informal classroom techniques should be included in
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the assessment process. Informal techniques are recommend as they
can yield more valid data about the students' achievement.
Peretz (1990) investigates the hypothesis, that topic familiarity
and assessed difficulty of text correlate positively with performance
on reading comprehension tests.
A study of 177 advanced students,
of English for Specific purposes, indicates that students' subjective
evaluation of the relative difficulty of a reading text, is not always a
reliable index of their actual performance, on reading comprehension
tests.
Sternberge (1991) describes a dozen ways in which reading
tests are at variance in their demands with the demands of reading,
as it occurs in everyday life. The study suggests, that these sources
of variance render reading tests considerably less valid as measures
of real world reading behavior, than most people want to believe.
The study argues that tests of student' s reading skill should use such
formats that can reveal student' s reaction to the message read and
his/her inference skill.
In 1991, Saville, in a study about teaching and testing for
academic achievement, discusses the role of the language
development and the need for special assessment instruments for
limited English proficient students. He claims that, the academic
competence of the student requires knowing how to use language, as
a tool, in acquiring knowledge and performing analytic processes,
that are more closely related to the language competence, in general.
What can be surprising, is that he suggests that reading achievement,
in English as a second language, is more dependent on reading
achievement in the native language, than it is on the relative oral
proficiency in English.
Mitchell (1992) examines the differences, between tests and
assessments. He suggests two incompatible models of educational
performance assessment, that can make different demands on
students than tests, with active application of knowledge and skill to
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problems. The study concludes that, assessment systems develop
students' intellectual, social, and emotional abilities. The two models
require a change in purpose and attitude throughout the educational
system
In 1992, Bowman and others, in their guide designed for peace
Corps volunteers teaching English as a second language, they discuss
the cases of the language tests and student evaluation. The guide,
designed, is a collection of teaching and assessment suggestions.
They recommend
appreciating student preferences, designing
lessons to meet a variety of learning styles and many activities and
ways to assess the language skills.
Paulson, in 1992, presents a guide, in which he introduces
second language teachers to principles and practices of student
dialogue journal writing. Six useful in class writing activities are
described; whole-class compositions; a timed writing exercises; notetaking; penpals; journal; and questionnaires. He recommends, the
inclusion of samples of the student's writing in assessing the writing
skill.
According to the National of Educational Progress (NAEP )
(1992) in a study conducted to compare the traditional assessment to
the Ekistician approach, the traditional assessment approaches focus
on student' s final product while the Ekistician approach focuses on
the process. The traditional approaches emphasize skill building and
test discrete points of skills, the Ekistician approach, on the other
hand, argues that the students must learn to reason, effectively,
about what they read and write before considered literate. The
Ekistician approach emphasizes the function of the language in the
society. The formats, that can be used, writing a letter for one
purpose or another, or taking a part in a dialogue and so on.
Dunkel et al., in 1993, propose in their study a tentative
framework/modal in which various aspects of listening
comprehension assessment are considered. The aspects need to be
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addressed when constructing a test of listening comprehension
proficiency in a 2nd language. The model specifies the person,
competence, text, and item domains and components of assessment.
Specific aspects of the model include the text/task/difficulty
dimension, cognitive operations, response category, item type,
leveling variables.
Hawkins ( 1993) explores the relationship of naming to other
verbal abilities by analyzing the correlations between level 7-9
Gates-MacGinite Reading Tests: Vocabulary and the Boston Naming
Test. Reading vocabulary is strongly correlated with the Boston
Naming Test. Yet, Boston Naming Test is recommended since it is
claimed to be more effective as an assessment tool.
In 1993, Kenny and Chakaluk compare the concurrent validity
and utility of teacher based and test based assessments of 317
Australian elementary school children. Three educational screening
instruments are developed: (1) a single teacher rating categorizing
children into 3 levels of reading ability (advanced, average, poor); (2)
a 15-item teacher questionnaire designed to measure students'
cognitive and language ability, intentional and behavioral
characteristics, and academic performance; and (3) a battery of
language and reading tests. Teachers and tests are found to concur
more closely as children progress.
Jakins and Jewall (1993) examine the relationship among
performances on standardized reading tests, informal measures
(reading aloud and maze), and the teacher judgment. Correlations
between oral reading and achievement tests at the upper grade
levels are lower than those reported in previous studies.
Coefficients between performance on maze tasks and achievement
tests do not show a similar decline from lower to upper grade levels.
Wolf (1993) examines the relationship among task types used
to assess foreign language reading comprehension, language of
assessment and students' level of target language experience. Six
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comprehension tasks in English and the native language of the
students were constructed after 3 assessment methods (multiplechoice and open-ended questions, and rational deletion cloze) were
constructed. Ss perform better on multiple-choice than on openended and cloze test items.
Damico (1993) in his study in language assessment, claims that
effective language assessment needs to target and evaluate
communicative performance in conversational and academic settings.
Language assessment procedures must adhere to 3 critical concerns:
authenticity, functionality, and descriptiveness. The authors argues
that the assessment process should include both formal and informal
assessment tools.
Farr (1993) examines the convergent and discriminant validity
of 3 components of a set of integrated reading/writing assessments.
Results provide strong evidence for the assessment of the 3
dimensions assessed. While the 3 dimensions are closely related
within the language processes shared across them in the assessment,
they were demonstrated to have clearly discriminated validity.
2.2 Literature Related To New Trends In Language Assessment
In all the studies conducted on tests, the purpose is to evaluate
their effectiveness as tools used in the language assessment.
Recommendations have been made as for avoiding the ineffective
ones and suggesting new alternatives to replace them. New
interventions have been adapted, in the field of the assessment
process tools, in the method and the approach.
The recommendations have all stressed the fact, that the
assessment process should be closely related to the classroom
activities. There should be more inclusion of the classroom activities
in the assessment process. So as for the assessment process to do its
functions in the educational process, it must not be limited to one
tool whatever it is. It must include as many classroom tools as
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possible. Both the formal and the informal tools should be integrated
rn the assessment process.
Brown (1984) states, that it is advisable to evaluate students in
a number of different ways, rather than to rely almost exclusively on
formal exams. Doing so can help reduce the anxiety often associated
with major tests, given just once a year. Assessment, if varied tools
are used, can increase student incentive to do the many things, we
ask them to do. Possible areas of evaluation might include
homework assignment, in class exercises, projects, team activities,
class discussion or participation
McGreevy (1986) suggests informal techniques that can be
used to assess the interests and abilities of children, including
interviews, activities, checklists and observation of children engaged
in class daily activities. Informal techniques are claimed to be more
effective in measuring student' s language competence.
Wilson (1991) surveys different methods for assessing the
language children in public schools. The results indicate to the need
for both the informal and the formal tools, in the assessment process.
The survey also recommends, that the emphasis should be on both
the receptive aspect of the language, as well as the expressive one in
the assessment process.
In 1991, Leavitt states, that information from parents and from
observations of children should be used to develop a comprehensive
assessment of each child. The assessment is used to note the needs
and interests of the children and extend their learning experiences.
It gives the teacher the data, required for the scaffolding, that can be
effective in the teaching-learning process
Clark and Cliford (1992) present the elementary level
formative evaluation method of functional diagnosis, that gives
In their
students immediate feedback on completed assignments.
study they give three examples of the methods, as observed in the
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classrooms included in the study (e.g., red dots next to the problems
needing attention, paired learning and student answer keys).
In his study, in 1992, Welch presents a seven-step informal
assessment procedure for evaluating the form and the function of
paragraph composition. The procedure uses dichotomous scoring to
reduce subjectivity. To facilitate the instructional process and to
encourage the students to participate, the procedure awards points
for grammatically correct sentences. Informal assessment tools can
describe more the testees' writing skills.
Clarke, in 1992, presents practical methods exemplifying
principles of assessment, that involve minimal disruption of the
instructional process. The suggested methods have annotated class
lists and student work folios. The claim is, that these methods do not
impose additional work to the teacher and they are more related to
the classroom, than the formal ones that are usually based on normreferenced tests or criterion-referenced ones.
In a study, in 1992, Hodges focuses on the relationship
between the teachers rankings, of their students' literacy
achievements, based on the informal assessment, and the scores that
the students received on the standardized tests. The fact that the
teacher and the tests appear to be measuring several similar factors
should ease fears that teacher judgments might be odds with that
which is currently considered more reliable test scores. The data in
the study do suggest, that teacher judgment may be an even more
valid measure, than standardized test scores.
In over viewing the frameworks underlying the National
Assessment Of Educational Process assessment, Mullis (1992) has

stated the NAEP has included innovative assessment techniques.
While assessing reading and writing, oral interviews and portfolios
approaches
have been emphasized.
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Barr (1993) suggests, classroom diagnosis should be integral
part of instruction. He argues, that diagnoses should be based on
natural language evidence gathered in, real learning situations. He
adds, that the effective diagnoses should be, also based on using the
needs of the students, in performing academic tasks, as a standard.
Fadool ( 1993) stresses the importance of observing the learner'
literacy behaviors, as an informal assessment tools.
He focuses on
three informal assessment tools (reading, retelling, and interviewing)
for early literacy behaviors. He argues the use of the informal
assessment tools in the evaluation process of the students' literacy
be ha vi ors.
Johnson (1993) predicates, on a belief that assessment and
evaluation should be looked upon as vital for effective teaching. He
points out that the classroom-based assessment serves to inform
teachers, students, and parents of the learner's growth. The
assessment process can as well suggest the next step of the
instructional process. He suggests that the procedures developed by
classroom teachers, which include writing journals, reading logs, and
anecdotal records are valid as assessment tools. He thinks, that any
effectively assessment approach should be based be centered, in the
classroom and compatible with the curricular and instructional goals.
In a booklet included in the packet of materials for the adult
literacy volunteer in Canada, in 1993, the informal assessment has
got the due covering. The interview form, assessment questions,
observing the student's performance in the class, and describing the
learners' performances in each of the learning stages have been
discussed. The final component of this packet of materials is a
serious of aids for the tutor to use in assessing the learners.
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2.3 The Literature Related To The Portfolio Assessment
If the trends in the assessment process now are against relying

solely on one tool, and in the favor of a combination of multi-tools,
formal and informal, alternatives have been suggested. The
dominant alternative, in the literature, at present, is the portfolio
assessment. It has been seen, these days, as the right alternative.
In 1986, Usher argues that using one assessment tool as a
criterion for measuring student' s language competence does not aid
in determining actual learning value of the student' s capabilities and
potentials. Reflective activities in portfolio assessment and
associated evaluative procedures are claimed to be more valid in
language assessment.. Portfolio assessment involves the integration
of different and many assessment tools. A student' s portfolio can
become a productive resource for teaching and evaluation.
Olson (1991) points out that portfolio can be a very effective
educational tool, that can be useful in the educational context. He
recommends the use of the portfolio, as it has more advantages, than
the traditional assessment approach, that is limited to the
standardized or the national tests only
Mclain and Fridley in 1991 determine the preliminary
reliability and validity data on the Index of Reading Awareness
developed by S. G. Paris and J.F. Jacobs .. It is concluded that the
obtained Cronbach alpha coefficient of .61 is minimal and that the
Index of Reading Awareness should be used cautiously as a measure
of metacognition in reading. The adequacy of the scale in its present
form for measuring metacognition in reading is acceptable if used as
a total score and only as one measure of the reading process in a
portfolio assessment.
In a study about the portfolio assessment, Bernhardt (1992)
describes ways of using portfolios and outlines the advantages of the
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portfolio system. The study develops an explanation and a defense
of portfolio assessment as a feasible means of assessment in writing
classes.
Wesson (1992) points out that the importance of both of the
portfolio assessment and curriculum based measurement. The study
presents a rationale for using those two assessment strategies
together. It also, suggests specific steps for combining them
together in the assessment process.
In 1992, Nolet investigates both the classroom based
measurements and the portfolio assessment. Portfolio assessment is
claimed, to involve multiple forms of data, that can support
inferences about students' performances, in a certain skill or content
areas, that can not be sampled directly by a single measure. The
study points out that the portfolio assessment can help to clarify and
individualize instructional goals for both regular and special
education.
Diffily and Fleege (1992) argue, that portfolio assessment is a
valuable tool for documenting a student's development. It can be
contrasted with the standardized tests that do not accurately reflect
the achievement of the learners. They think, portfolio assessment
can be conducted formally or informally through observation or by
interview. Portfolio should include samples of student performances,
in all the classroom activities. They come to the conclusion that
teachers should adapt portfolio assessment to their specific
situations, using portfolios to integrate curriculum and assessment
and to reflect children's developmental progress.
Hadaway, N. and Marek, S.(1992) suggest that a portfolio is a
collection of student work and records amasses over time. This
context based measure has the advantage of allowing multidimensional assessment of modes of expressions.
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Habba (1993) suggests, the use of the portfolio, as an excellent
means for communication with both the students and their parents.
By viewing their children's progress over time, parents can see how
well he/she is applying new concepts and strategies. Using portfolios,
in a whole language classroom, lets parents see their children's
performance in meaningful activities, such as letter or story writing ,
problem solving and the projects, in which the information, gained
through his/her reading, can be used.
Hank (1993) discusses the history of the shift in reading
evaluation and outlines the new view of reading as a process rather
than an accumulation of discrete points. The study suggests that
current assessment should reveal prior knowledge, strategic reading,
process , use of authentic texts and habits and attitudes. The
potential integration of all these trends is discussed in light of using
portfolio assessments.
Hunter (1993) points out, that the portfolio design and use can
help much in the process of preparing the students for the
information age. The portfolio can have the integrated disciplines,
that can be based on the classroom structure. Portfolio assessment is
described as a promising development in language assessment.
Fingeret (1993) claims that portfolio assessment can be
incorporated into the literacy education work. He suggests, that the
portfolio assessment process goes through the following four major
steps: 1) the teacher must decide whether the portfolio assessment is
consistent with his or her individual approach, 2) the teacher has to
plan his portfolio assessment, 3) then he/she implements the
portfolio as an assessment approach, and 4) it is necessary for the
teacher to evaluate the process and revise it.
In a research project, Yaw (1993) is interested in developing an
assessment system, that could be used in teaching English as a
second language. The portfolio assessment with the classroom
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assessment can enhance the efficiency of ESL instruction while
addressing the accountability of language assessment.
In a paper about portfolio, Cox (1993) points out the impact
the portfolio assessment, especially written ones, on the norms of the
classroom assessment practices. Through the portfolio, data are
Portfolios are
gathered through observations and interviews.
claimed to count heavily for grades of the two classes students
included in the study. Portfolios can meet the qualifying criteria of
the assessment practice.
Austen and others (1993) at the Annual Meeting of the
American Educational Research Association, focus on the assessment
in the language arts. In their papers, they discuss the traditional
and alternative assessment practices, in language arts. Particular
attention is given to the portfolio assessment, as one of the betterknown assessment approaches.
In 1993, Reckase develops a model for the portfolio

assessment. That model describes portfolio components,
computed and uses to be made of the scores. He argues
structured and carefully scored portfolio assessment has
potential to provide sources, that meet the standards of
required for use with individual students.

scores to be
that a wellthe
reliability

In 1993, Fisher, in his evaluation of the perception and
expectations for the portfolio assessment, states that students
derived important personal benefits from the portfolio assessment
approach. It is claimed that the use of the portfolio helps the student
to develop the sense of responsibility and self evaluation. The
student can at any time see the monitor of his language competence
by looking at the samples of his or her work included in the portfolio.
After reviewing three texts published in the period from 1991
to 1992, about the portfolio assessment in the reading and writing
classroom, Stewart (1993) has concluded, that portfolios are powerful
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agents of the change required. Yet, portfolios need to be approached
cautiously. Using the portfolio in the teaching learning process
requires great efforts for both the teacher and the student but it can
help much if well organized, in the teaching process.
In 1993, Michell and Slahle
refer to several experiences using
portfolios, in assessing language arts. They focus on the portfolio
development and their values. Portfolios are claimed, to have a
promising role, in the future. The data yielded from the portfolio are
more valid and varied than the data teachers and students can get if
they rely on tests as the only assessment tool.
Cafee and Perfumo (1993) present preliminary findings from a
survey of portfolio practice, in selected elementary schools across the
United States. Portfolio assessment is claimed, to be the most
widespread assessment approach, in many schools. They raise
concerns about the portfolio movement and offer suggestions how it
can realize its promises.
In 1993, Newman and Smolen point out, that portfolios can

contain a selected sample of the student work, that demonstrates the
student's progress toward the instructional goals. The portfolio is
argued, to include the ongoing evaluation of student progress,
student empowerment and involvement in self assessment. Portfolios
can have greater relevance to the actual classroom instruction, than
standardized tests
After reviewing the worldwide literature related to the
assessment process in language teaching programs we can conclude
the following:
a. The assessment process is evaluated all over the world because of
its great potentials for the students language learning process.
b. All the student' s language skills; oral and written are taken into
consideration while measuring his/her language competence.
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c. The literature related to the assessment process recommends new
test formats, and more assessment tools.
c. The importance of including varied and authentic assessment tools
1s stressed.
d. The classroom activities and language teacher' s observation come
to take their role as language assessment tools.
e. The communicative perspective is the dominant one in language
assessment.
f. Reading and writing are viewed as processes rather than final
products.
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The
3.1

Chapter.3
Study Methodology

Methodology:

For the purpose of the present study, i.e., evaluating the overall
assessment process in our EFL teaching programs, and the secondary
school education certificate English exams, and in order to suggest
alternatives to the current assessment process, the present study has been
developed and organized in the following procedures:
1- Setting the criteria that can be used for

evaluation purposes.

2- Analyzing both the assessment process and the general secondary
school education certificate English exams, and evaluating them, according
to these set criteria .
3- Having tested the hypotheses of the present study, the alternative to
the alternative to the current assessment process, and the interventions,
that can be used in the secondary school education certificate English
exams, have been suggested. The purpose is to ensure the effectiveness of
the assessment process and the tools used.
For deciding the fulfillment of the assessment process and the
general secondary education certificate English exam to the criteria used,
in this respect, the English language syllabus, taught in the secondary
school EFL programs, in the last five years, have been analyzed, to describe
its content, revealing its lexical and grammatical items. The language
analysis has, not only been limited to the Excel Book 3, taught in grade
three in the Secondary School Certificate, but it has included Books I and
.2, which are taught in the grades one and two in the secondary school
because of the integration of the language sub-skills or components (See
Appendices tables no.19 to 24 , PP 228 to 238)
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Also, the last five years Secondary Education Certificate English
Exams have been subjected to a process of language analysis to expose the
lexical and the grammatical points, covered in them. The analysis has
included the exams' skills (i.e., reading and writing), and sub-skills (i.e.,
structure and vocabulary), measured. (See Appendices tables no.25 to 29,
PP, 240 to 248)
The interventions, suggested in this study, are represented in the
portfolio assessment approach. The portfolio' s planning or design is based
on the framework suggested by Galvan (1994) with some adaptations
suggested, in interviews with EFL/ESL professors and teachers in
Masschusetts in the U.S.A. The interviews focus on what components a
portfolio can include to be used as an effective assessment approach in EFL
programs. The guidelines for using the portfolio as an assessment
approach, in our EFL program are presented in chapter 5 (See pp; 198 to
205).

3.2. Setting the criteria for the evaluation purposes:
So that the criteria, set can be effective as a tool of the evaluation
purposes, mentioned before, it has included as many items as possible of
the criteria assumed to be effective for this purpose. The criteria set have
been based, mainly, on the principles of assessment and evaluation,
suggested by Harp (1991 ), as a framework, along with some concepts
developed by Weir (1987) Madsen (1983), Morrow (1986), and Broughton
(1987).
Then, the criteria have been classified into two categories according
to the function they are set for. The first category includes thirteen criteria
that can be used for evaluating the overall assessment process, while the
second one includes four criteria that can be used for evaluating the
G.S.E.C.E exams. For verifying the two groups of criteria to make sure that
they can be effective properly for the evaluation purposes in the present
study, they have been arranged in two questionnaires (See Appendices pp;
224 to 227).
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The two questionnaires were distributed to some ESL and EFL
professors, in the United States, where the researcher had some classes at
University of Massachusetts, for 12 months. Also, for more effectiveness,
some assessment and evaluation professors were included in the
questionnaires' processes. The selection of the professors, in ESL and
evaluation departments, for the questionnaire's process, has been based
on the overlap between teaching and assessing the students' competencies
in English as a foreign language. The professors, in both EFL teaching and
assessment, have enriched the present study, in the evaluation process.
To gain practically-based perspectives, the same questionnaires
were, also, handed out to some EFL teachers, in Egypt, and some ESL
teachers, in Massachusetts, in the United States EFL teachers, are supposed
to have the teaching experiences that can help them decide which
requirement can be workable and applicable in EFL teaching classrooms.
The teachers, in the two groups, have reflected their practices and
experience, in their responses to the two questionnaires.
Adding any of the criteria' s item, to the set model, has been based
on the strength of its value, computed statistically, in the questionnaires'
processes. The criterion, that has had 5. Point or more, has been included
Actually, the
and the one with less than 5. Points, has been excluded.
strength of each item, in the criteria has been calculated on the basis of the
value of its percentage calculated in the responses of the professors and
teachers subjected.
The following formula has been used:
The value of the criterion_n+XlOO

-

N

N+ is for the number of the responses agreed upon for that item, whereas
N is for the total number of all those subjected to the questionnaires.
The criteria's items, found effective, have been classified into the
following categories:
a. EFL assessment general criteria
b. Language tests criteria
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a.. EFL assessment general criteria:
Principle One: Assessment and evaluation must be closely
related to the classroom teaching process:
We should think of the assessment process as an integrated part of
the teaching process. Consequently, it can occur during teaching process is
acting and the data, yielded can indicate the effectiveness of the teaching
process. The best assessment occurs while the teaching process is ongoing,
since it is means to decide the students' learning needs and interests. Harp
argues,
"Our traditionally strong reliance on tests, as the acceptable form of
assessment and evaluation, has caused us to think of assessing and
evaluating as things teachers do before and after teaching rather than as
integral parts of the teaching act. Language teachers recognize the best
assessment occurs while teaching. Teachers are continually on the look out
for indications of children's strengths and signs of what the child needs to
learn or be challenged with next."(1991, pp.48-49).
In order for the assessment process, to function effectively and do
the various roles, mentioned in Chapter One, it should be closely related to
the EFL teaching process and be based on the syllabus, taught, and take
into account all the activities the student is involved in. The relationship

of the assessment process to the teaching-learning activities enables the
teachers and all those concerned, to evaluate any practice and suggest the
intervention and adjustment, necessary whether it is in the syllabus, or
the teaching method or the teaching activities. This ensures that the right
step can be taken in the right time.
Basing the assessment process on what occurs, in the teaching
process can ensure the student' s awareness of the importance of his or her
involvement in all the classroom activities. Students can be motivated to
participate more in the classroom activities, because of the fact that both
the students and the teacher, usually work for it. The criterion, the
student uses for judging the importance of the teaching activity is how
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much it accounts for the assessment process. Thus, it will also lead the
students to take the EFL teaching process seriously from the beginning of
the program, instead of passive waiting that occurs up until at the end of
the program taught.
On the other hand, this link between the teaching process and the
assessment process, makes the assessment process unambiguous,
interpretable and understandable to all those involved in the teaching
process. The student' s learning problems can be well diagnosed and the
Also, it will be easy for
real causes of problem areas can be highlighted.
the teacher and the student to find out what is wrong with the teaching
process. Thus, the syllabus or any teaching variable can be subjected to an
ongoing evaluation process and new interventions can be suggested for
more effective EFL teaching.
Moreover, the view to the assessment process, as integrated to the
teaching process activities, is based on the assumption that the student' s
learning of English, as a foreign language, is the outcome of the student' s
involvement, in the class activities and the content, taught, along the
syllabus. Every language experience occurs in the class, according to
Krashen (1985), is part of the comprehensible input that it is expected to
influence the student' s output, i.e. his or her language competence or
performance. The EFL tests can draw the student' s attention to the
importance of participating in all the teaching activities rather than
memorizing the content for factual based tests.

Principle Two: The Assessment process Should Use As Many
Assessment Tools As Possible.
According to Harp (1991, p.58), testing is just one of the tools of the
assessment and evaluation process. As assessment and evaluation
instruments are varied, literacy is assessed in a variety of context. The EFL
assessment process should not be limited to a single assessment tool or
context.
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"In addition to the appropriate tests, whole language teachers
use samples of the student's work whether it is reading or
writing or speaking and they observe and record ways in
which children interact with the teaching stimulus." (Harp,
1991, p.58)
As teaching techniques and activities are varied and multiple, the
assessment process tools, accordingly, should be as varied and as multiple
as possible. As the most important function of the assessment process, is
evaluating the teaching process variables, it is necessary not to limit this
evaluation to one assessment tool, that is based on the content of only one
of the teaching variable, the syllabus, while neglecting the other teaching
activities such as classroom participation, EFL tasks and activities and so
on.
Depending, solely, on one assessment tool, regardless of its
effectiveness and quality, leads to undesirable consequences and harmful
effects on the teaching process. This assessment tool, used, will be
terrifying to the students, as they are expected to magnify it, because of its
importance in evaluating their competence or learning gains.
Consequently, the student may have the sense of terror and anxiety that
may correlate negatively with the student' s performance in the test.
Thus, using different tools is expected to reduce the anxiety associated
with mono assessment process.
Moreover, the use of only one tool in the assessment process may
lead to pedagogical malpractices. Students, for example, will devalue the
other activities, as they do not account for his or her evaluation. Thus, the
student will find that his or her involvement, in the other activities is
inconsequential and unnecessary. Thus, teacher' s complain of the learners'
passive behavior is expected to continue.
There are actually many tools that can be included in the
assessment process. These tools can be the very techniques, used in an
EFL teaching program. Using these tools as teaching EFL techniques, does
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not negate the role they can function in the assessment process. These
tools are listed below:

1-C lass

participation

The involvement of the student, in the class participation, in an
interactive process, is assumed to add to his/her learning gains. This
involvement is a good teaching technique for developing the student' s
sense of responsibility and self esteem, since he/she is assumed to have a
role to carry out in the interaction process, whether it is in initiating some
ideas or expressing his or her reaction to something . This interaction can
occur with the class teacher or with the students' peer groups. It is the
role of the teacher to manage the class participation of the students in such
a way that it increases their language competencies.
Student is assumed to use the target language as a means of
communication. During the student' s involvement in the class
participation, he/she is expected to negotiate hi/her ideas to the class
members in a communicative way. Therefore, his or her communicative
skills, whether decoding or encoding the language message, will be
developed. Thus, the involvement of the student in the class participation
can be a means to develop his language skills.
Besides being a teaching technique, the participation of the student
in the class activities, can be, also a good assessment tool as well.
EFL
teacher can watch the student' s language performance in each classroom
activity and evaluate it. He may use checklists or an observation sheet in
which the student' s communicative competency is evaluated. Moreover,
the EFL teacher can notice the student' s language learning problems
whether in phonology or morphology or syntax. Consequently, the EFL
teacher can direct the student to the effective drills that can help him/her
in this respect.
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2-Classroom

attendance:

EFL classroom is expected to be the place where the student can find
the language discourse where the student can find the speech event and
take the speech turn. It is only place available in English non speaking
countries, where the student can use the language as a means of
communication. It gives the student the opportunity to practice the
language functions in a meaningful way. That is why student' s
attendance, in the class, can correlates positively to his EFL learning
process.
The student' s attendance is required for his/her involvement in the
classroom activities and the syllabus, taught in the EFL program. The
importance of the classroom attendance, is that it is necessary for
classroom participation. Students who do not attend the EFL classroom,
they, logically, can not participate in that classroom. Moreover, they will
fail to learn from the rich language environment of the EFL classroom.
Yet, attending the EFL class is not an end in itself but it is rather a
means to another end. Attendance should be viewed as a means for
involving students in the classroom activities. In some cases, EFL students
come to the class but they are distant and do not from take part in the
interaction process in the class. Thus, their attendance is not positive. For
effective attendance, students should be involved in all the classroom
activities. It is the teacher' s role to help student be involved in the
teaching activities.
Since the student' s attendance in class can be important for his or
her EFL acquisition process, there should be some regulations for
monitoring it. The student' s attendance in the class can be effective if it
exceeds 75% of the program time duration. If the student' s absences
exceed 25% of the program time, the student is expected to lose the
learning opportunities available in the EFL teaching class.
Also, lack of
punctuality can have bad effect on the student' s learning process, because
of the learning opportunities he or she will miss due to tardiness or being
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out. Student' s late arrival in class should not be overlooked and there can
be some regulations here as well.
Thus, we can conclude that student' s attendance in EFL class is
required for participating in EFL class activities. However, it can be used
as an assessment tool in which student' s absences and retarding are
counted and given a certain grade that can be added to the total grade of
marks that he/she can get from the other assessment tools. Consequently,
EFL student will take attending the EFL class more seriously.

3-The

Student'

s

homework

The importance of the student' s homework, is that it gives the
student more opportunities to practice the language skills or sub skills
taught in class. Because of the limited time period of the EFL program ,
students do not have ample chances for further practices. That is why the
EFL teacher assigns a certain language drill for the student to do in his or
her house. Homework can also reveals what the student has/not achieved.
The student' s homework should be closely related to the content,
taught in class. It can be: 1. written, as in the case of reading some
language formats and the student is asked to write the answer, or 2. oral
as in the case when the student is asked to listen to a certain language tape
and answer the comprehension questions set for this purpose. Yet, while
assigning a certain homework for the student to do, the teacher has to put
into his or her consideration the student' s other activities and the student'
s disappointment if the homework is too boring or too long. it should be
varied so that it may cover different skills and sub skills. Homework
should be, also, continuous because of its potentials for providing the
student with additional learning chances.
For homework, to be effective, it should be followed up and
evaluated by the teacher. It is a chance for the teacher to provide the
student with the feedback, necessary for his EFL learning process. Also,
the EFL teacher' s follow up to the student' s homework, can ensure the
student' s serious involvement in this process. In his/her following up, the
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teacher, should monitor the student' s performance and try to find out the
student' s patterns of mistake. Consequently, remedial drills should be
suggested for the student to do, to help him/her overcome the points of
difficulties encountered.
Yet, evaluating the student' s homework and offering the feedback,
necessary, may take a long time in the EFL teaching period. Therefore, the
teacher can employ the peer group method in this respect, where students
evaluate each other and correct their mistakes. The teacher' s role in
evaluating the student' s homework, is that of observing and directing the
students' cooperative work well to ensure its efficiency as a teaching act
and an assessment tool. Also, the teacher has to provide the student with
the feedback necessary for developing the student' s language skills.
Also, students should be aware of the importance of doing
homework by themselves, rather than asking their parents, to do it. The
EFL teacher should draw the attention of both the students and their
parents to the importance of the student' s doing the homework by him or
herself. The teacher, on the other hand, in his or her follow up, should ask
the students for some clarification for his or her answer, given in the
homework.
EFL teacher' s follow up of student' s homework can be potential to
evaluating student' s language competency. Student' s performance of
his/her homework can indicate to his/her language achievement as well as
learning problems whether in morphology or syntax. Again EFL teacher
can use his observation sheet and write down his/her evaluation of
student' s language competency.

4.Student'

s

tasks

A task is a kind of activity student can do outside the class and latter
on he/she can be asked to give his/her colleagues an idea about it in the
EFL class .. These tasks can give student the opportunity to practice their
language competence in a functional and communicative way. Any
activity included in the EFL class is assumed to develop his/her language
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competence. According to Krashen (1985) any language activity in the
ESL/EFL class is just part of the student' s comprehensible input that is
expected to have its impact on student' s language competence.

a. The Student' s Journal or Log
The student' s journal or log is a kind of a notebook in which the
students can write down about their experiences both in and out the
school. According to Richards (1993 ), learning logs provide the students
with an opportunity to reflect on learning and it is usually shared with the
teacher on a regular basis.
The student' s journal or log is just a teaching technique, used for
giving the student more chances to develop his or her language
competencies by practicing extra language activities. While doing his or
her journal, the student extends what he or she has learnt, in the EFL class.
Yet, it can be, also, used as an assessment tool, as it can be an indicator of
what the student has/ not achieved. The teacher, following up the student'
s journal, can find out how the student is progressing and the student can
gain additional opportunities to practice the language.
The EFL teacher should follow the student' s journal or log and
provide him or her with the right sort of feedback. Thus, it can be used a
way of establishing a dialogue between the teacher and the student
(through comments, questions and reactions), they are sometimes referred
to as dialogue journals or diaries. Consequently, it can be used as a
teaching technique for developing the student' s language competence.
There are many activities or tasks for the student to use as his or her
journal. The student can be asked to read a short story, from the school
library and write a one page summary to read to his colleagues in the
class. He/she can also, be asked to listen to an English TV or radio program
and tell the class what he or she has got from that program. He/she can
write some essays, that can be read and evaluated by the teacher or some
students in the class.
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information about his/her country, education, hobbies, impressions about
our country and so on. Also, student may be asked to provide the tourist
with some information about directions or about our history.
The teacher can, also, ask the student, to interview one of the school
characters, or the school visitors who can speak English well. The student
can ask them some simple questions about their education, hobbies,
impressions and so on. Also, a student can be asked to interview another
student, whether from the same class or from another class and exchange
ideas with him. They can talk about their hobbies, future plans, academic
achievement and so on.

c-penpal
Writing letters, to one' s pen friends and friends, can be another
teaching technique for developing the student' s language skills. Students,
participating in this activity or task, can have the chance to develop their
literacy skills, i.e., reading and writing, by replying to their friends' letters.
When they receive answers to their letters from their friends, they have to
read them to reply. Also writing a letter can be a task for evaluating the
student' s writing skill, and his or her language competence.
Some students may be asked to write letters, either to other students
in other classes, or to penpals that the students can find in some
magazines. The EFL teacher can provide the students with some magazines
and publish sections for those who would like to have penpals . In some
cases, the teacher can ask the student to write him/her a letter for a
specific purpose
Yet, writing letters to friends can be used, also, as an assessment
approach. The teacher should ask the student, now and then, to show
samples of his/her writing so the teacher can evaluate them and offer the
student the feedback that can help him/her develop his/her language
skills. The EFL teacher can monitor the student patterns of mistakes and
suggest the right drills for the student to overcome his or her learning
problems in this case.
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The teacher can, also, ask the student to read some samples of the
letters sent or received to the class. Both the teacher and the students,
listening to letter reader, are asked to provide the student with the right
feedback. While reading a sample of the letter, the student wrote or
received, the student has the chance to develop his or her communicative
skills orally or in writing. As the student is reading his samples to the
class, some students may ask him or her for clarification. Thus, he or she
will be involved in a negotiation process.

d-The

class

wall magazine:

The classroom wall magazine can be, also, a good teaching technique
as well as an assessment tool. The EFL class, should be encouraged to have
It can be a very teaching
a simple form of classroom magazines.
technique for developing the student' s writing skills and communicative
skills. Every student, in the class, should be given the chance to write
something or to tell the class about his/her reaction to what has been
published.
The important events, in the lives of the class students like,
birthdays and success occasions, sports news, interviews with the school
society members and some of the country news can be recorded. The
sources of this news can be the students themselves, or the papers or the
radio or the TV. Also, the class wall magazine can be a good teaching
technique as well as a good testing tool. Because of its importance in the
student' s language acquisition and learning process, each student should
be involved in this activity.
The teacher should follow up the student' s contri bu ti on to the
editing of the magazine and show his/her reaction to what has been
published. The teacher is asked to provide student with the feedback. The
EFL teacher should use either student' s contribution to wall magazine or
showing his/her reaction to what is published as an indicator of what the
student has/ no achieved.
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Thus, all the above mentioned tasks can be effective teaching
techniques for developing the student' s communicative competencies.
Moreover, they can be used as assessment tools that can indicate what the
student has/not achieved. The EFL teacher is assumed to have his/her
observation sheet checklist all the time to write in a coding brief way
his/her evaluation of the student' s language competencies in addition to
his/her learning problems in the language components i.e., phonology,
morphology and syntax.

5.

Student'

s Classwork:

It is an immediate practice of what is being taught in the EFL class. It
can be oral or written. according the point being taught. These exercises,
are based on the knowledge, being taught, either it is phonological, or
morphological or syntactic. The EFL teacher plans such exercises that can
be written on the board or printed or played by a cassette recorder
according to the nature of the language item being taught.
It gives students the opportunity to use the knowledge, they have
already acquired
It is quite different from student' s homework as it is
done in the class under the direction of the class teacher. These exercises
should be well constructed so that they can be helpful to student to know
how he/she can use the language knowledge he/she has acquired in
meaningful situations.
While students are busy doing these exercises, EFL teacher can
observe them well and give each one individually the feedback required
for effective language acquisition. EFL teacher should use his/her
observation sheet and checklist to write down his/her comments on what
student has/not achieved. The EFL teacher can use student' s performance
rn theses exercises as scaffolding in the EFL program.
After students finish doing these exercises, they hand them to their
teacher to evaluate their performance. The concern of EFL teacher should
be pointing out to the student what he/she has/not achieved. Grading
should not be the main case as it is useless in second language acquisition
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according Harp (1991). The EFL teacher should suggest what student can
do to overcome his/her point of weakness and reinforce his/her strengths.
EFL teacher should use students' performance in these exercises for
evaluating every variable in the EFL teaching process to suggest the
intervention required.

6-Teacher-made

Tests

Teacher-made tests can be an effective assessment tool if they are
properly prepared. They need to have the efficiency criteria, mentioned at
the end of this chapter, in addition to the adequate validity and reliability.
They are sets of formats that can be used for evaluating the student' s
language competence. They are more related to the classroom activities so
they can be more valid than the final exams.
Teacher-made tests are different from final exams. They are more
practical; as they are supposed to be short enough so as not to interrupt
the EFL teaching process. Also, they do not cost much as the final exams.
Moreover, they can be used more for formative purposes than for
summative ones. They can be used for evaluating the student' s language
competence in the oral or the written act. Also, it is the class teacher who
designs these tests rather than the people in charge in the ministry offices
who can be isolated from the real teaching process.
Besides, they can be administered periodically after finishing each
teaching unit. They do not require special procedure or budget. Moreover,
students will be excited to see how their performances will be like in these
exams. Because, they are more related to the EFL class, students will find
the context of these tests more authentic and meaningful.
Yet, these tests may be criticized for lack of objectivity as they will
vary from one school or class to another according to the teacher' s
education and understanding.
Consequently, their appropriateness and
effectiveness can be questioned. Moreover, because of the misbehaviors of
some EFL teachers, for one reason or another, people may not have faith in
such tests.
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7-National

Exams

The national exams, if they are properly designed, can be assessment
tools for evaluating all the candidates, using one set of questions and test
formats. Thus, we can say that they represent one set of standards for
evaluating all the candidates. Therefore, the candidates' language
competencies can be evaluated equally and they are given equal
opportunities to show their performances. Because of the advantage of
using the same set of questions for assessing all the candidates, it is
possible to compare the candidates' language competencies. Without these
exams it would be impossible to judge and compare among all the
candidates in our country.
The importance of these exams lies in the fact that they can be an
indicator of the effectiveness of the national EFL programs, in terms of
creating the common values and standards for ensuring the national unity
of our country. Thus, educational system, in general is important for
ensuring the national security of the nation that necessitates all the
candidates to have some common values and skills.
Also, the national
security requires that the graduates of these teaching programs to have
the language competencies that enable them to do well in the higher
education and participate in the development process of our country.
Consequently, we need national exams to make sure that our educational
system is effective enough for achieving such purposes,
These exams are, also, praised for their objectivity. They represent a
fair basis for evaluating all the candidates' language competencies because
of the use of one set of test traits and formats in the evaluation process.
They represent equal opportunities for all the candidates to show their
language performances for the evaluation purposes. However, these exams
are criticized for their high costs in their operation and administration.
They also require special security procedures in both their administration
and the scoring of student' s answer sheets.
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Principle

Three:

Assessment

process

should

be

continuous:

Because of the importance of the assessment process for evaluating
the effectiveness of the teaching process interventions, it should go side by
side with the teaching process from the beginning of the teaching program
Sometimes, the assessment process can
to the end of that program.
continue, even after, the teaching program, to evaluate the continuity of
the learning process. Harp points out that:
"Assessment and evaluation occur
minute assessment and evaluation
strategy. Teachers are constantly
work to make mental notes about
the next challenge." (1991, p.60)

continuously,. . .. minute by
are the heart of this
observing children and their
the latest achievement and

Assessment is important before the beginning of a teaching program,
to decide the learners' prior knowledge and their learning needs. It is also
important, during the teaching process, to evaluate the different
interventions, to suggest, the right interventions at the right time. It is
important after completing the teaching program, to decide its
effectiveness in achieving its educational goals.
The continuity of the assessment process can ensure the student' s
continuous involvement in the teaching program. If assessment is limited
to the end of the program, students may find it necessary in order to do
well only during the specific assessment period. Consequently, students
may not be motivated to study hard. Also they can be passive in the EFL
classroom. So the continuity of the assessment process ensure the
continuity of the student' s involvement in the EFL teaching process from
beginning. to end
Also, the frequent occurrence of the assessment process, can give a
student ample chances to show his/her learning gains or language
competence. It will be more fair if the student is given frequent chance to
show his language skills, instead of limiting the demonstration to one
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setting. So if the student has urgent or casual conditions or cases, he or
she can find other testing opportunities to show his/her performance best.
The assessment process should reflect that development nature of
the learning process .. It is unfair, to assess the student's learning gains, just
in one or two times. Also, the continuous and frequent assessment
processes, usually implies different testing contexts that can be meaningful
and purposeful to the student. The continuity of the assessment process
enables the educator to monitor the ongoing progress along with the
teaching process and evaluate that progress.
The continuity of the assessment process can also be maintained by
collecting samples of the student' s work, periodically for a writing
portfolio. The student' s final evaluation can be based on the average of the
grades of the final and the best samples included. While collecting the
student' s language samples, the teacher should use keen observation
much so as to have an indication of the student' s achievement in the EFL.
The Wisconsin State Reading Association (1990, PP 54-55) has
identified the following seven characteristics of an expert evaluation that
can help teachers learn what good observation means; An expert evaluator:
I -recognizes patterns. For example, when listening to children read, the
expert hears patterns, in miscues that lead to an understanding of the
cueing systems on which the reader primarily relies;
2- has procedural knowledge. He/She knows how to elicit certain
literacy behaviors from children. These behaviors can then be observed,
recorded and filed in some way;
3-is a good listener. During informal assessments, the expert observers
and hears children's growing abilities in literacy;
4-empowers

learners with responsibility for self- evaluation;
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5-is an advocate for students rather than being an adversary. The teacher
sits beside the child focusing on process treating the child and the work
with the greatest respect;
and immediately influences instruction.
6- utilizes timely assessment
The teacher is both teacher and evaluator simultaneously;
7- emphasize

process and what the child can do.

Principle Four: Teacher Intuition and observation can be
Valuable Assessment and Evaluation Tools:
The assessment process should acknowledge the importance of EFL
language teacher' s intuition, in assessment and evaluation. The
importance of teacher' intuition in the assessment process, springs from
the fact that he or she observes the student' s performance in the teaching
process all the time. According to Harp
"The things, we know intuitively, we know without
rational, logic explanation of how we know them as we just
know them. EFL teacher' s intuition is one of the most
important sources of decision making data. Yet, in this age of
accountability, teachers have been encouraged or, forced to
discredit their intuition, as less valid and reliable than test
data" (1991, p. 50).
It is only through careful, watching of children, in authentic literacy

events, according to Goodman (1978) that we can bring our intuition as
teachers to bear on planning appropriate learning experiences. Informal
observations, knowledge about how children become literate, and teacher
intuition about why children perform, in certain ways, form the basis of
instructional decisions, far more than test scores.
Yet, the traditional way of assessing and evaluating the student' s
competence, disregards the role of the EFL teacher' s intuition in the EFL
assessment process. It is assumed that there should be a kind of
assessment accountability that requires documenting the student's
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learning gains through testing. Of course, documenting the student, s
learning gains is important but it is not necessarily to rely solely on tests.
Teacher' s intuition can be as accountable and valid as tests.
For this intuition to be accountable and effective, it should be based
on careful and systematic observation and knowledge of the student. The
EFL teacher can use his or her observation sheet and the checklist so that
his or her intuition can yield accurate and valid data for the assessment
purposes. The notes, written down, should be specific and well stated.
They should, also, be interpretable to those who may concern about the
student's learning gains.
There should be faith in the importance of the teacher, in both the
teaching process and the assessment process. There may be problematic
practices from some teachers but this does not negate the importance of
his/her role in assessment. Some restrictions and regulations can be set to
ensure the accountability of the teacher' s intuition in the assessment
process as a kind of in-service training programs can be planned for
helping the EFL teachers to develop the skills required for this process.
In his or her observation, the teacher should record the student's
performance in all the language activities that student can do, either in the
classroom or in his or her house. The teacher evaluates the student's
performance indicating what the student has or has not achieved. The
teacher should follow up the student' s ongoing learning process. The
follow up act should include the teacher' s suggestions for the student to
overcome points of difficulty and consolidate points of strength. The
student should be provided with the feedback that makes a positive
impact on his/her progress.
Thus, the importance of the role of the teacher intuition and
observation comes from the fact that the EFL teacher has the ample
opportunities to watch the student's ongoing progress along the EFL
teaching program. This observation can be the basis of the teacher' s
intuition and observation about the student' s performance in the EFL
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teaching process. The teacher' s observation, according to Harp (1991 ), is
at the center of the assessment and evaluation process in EFL programs.
Pr in ci p I e Five: Assessment
Children's strengths:

and

Evaluation

Must

Reveal

The assessment process must reveal the student' s strengths in his or
her language competence, so that the student can be motivated to learn
more. If the interest in the assessment process is in showing the student' s
weaknesses, it will be threatening to the student and it may lead to his
anxiety that correlates badly with his or her performance on the test tool,
used. We should not threaten our students with the assessment process to
get them learn.
"Language teachers should reject the clinical, medical model of
educational assessment.
In this model one looks for what is
wrong with the child and then writes a prescription to fix it.
We, as language teachers, should look first at the strengths of
children or what they know." (Harp, 1991, p. 60)
While evaluating the student' s performance in the teaching learning
process, the EFL teacher should find out what the student has achieved, i.e.,
his or her points of strengths as well as points of weakness. The teacher
can use these strengths for scaffolding in the teaching process. The
inclusion of the student' s strengths in the assessment process is expected
to give the student the sense of achievement that may correlate to his EFL
learning process. Heaton (1975) argues that tests should be constructed
primarily with the intention of finding out what a student knows- not with
trapping him in attempting to construct effective language tests, the
teacher can gain a deeper insight into the language he is testing and the
language learning processes involved.
The most destructive influence, of norm-referenced testing, is found
in programs, that have been designed to assure that children do well on
these tests. In classrooms, where real communicative experiences are of
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primary importance, teaching to the test is counter productive. The time
spent, on test-like activities robs time from the much more important
expenences of real reading and writing.
Thus, the assessment process should reveal the points of strength as
well as weakness can be helpful for EFL teaching process as well as
assessing process. Consequently, we can ensure the effectiveness of EFL
teaching process and measuring student' s language competency.
Consequently, it can help EFL teacher in scaffolding and building on what
student already knows and master.
Principle
language

Six: The Assessment
four skills

Process

should

include all

the

Assessing the student' s language competence must include all the
language skills, i. e., listening, speaking, reading and writing. The
assessment process should not be limited to some skills while excluding
the other ones. As each language skill, is assumed to have its own bearing
on the student' s total language competence, there should be test
approaches for evaluating the student' s performance in each particular
skill area. According to Harp (1991 ), the assessment process should
include the language modalities all together and it should not
overemphasize some skills or sub-skills, while overlooking others. Freeman
and Freeman (1992) point out that the assessment process in an EFL
program should include both the oral skills and the written skills.
Listed below, are several different assessment approaches, used for
evaluating the student' s language skills and sub-skills:

a-

Testing

Listening

Comprehension:

Valette (1987) states that the main objective of a listening
comprehension test is to evaluate the student' s comprehension of the
message, sent to him or her. Student' s degree of comprehension will
depend on his/her ability to discriminate phones, to recognize stress and
intonation patterns and to retain what has been heard.
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Weir (1987 ,) argues that it was thought that if the student was
tested in phoneme discrimination, stress and intonation, the sum of the
discrete or sub tests would be equivalent to his/her proficiency in listening
comprehension. The listening comprehension skill is looked upon, in this
case, as an accumulation of the discrete points.
The current trend, in assessing the student' s listening
comprehension has shifted from measuring the student' s discrimination
skill of the discrete points of isolated sounds to a more integrated
approach, i.e. measuring the student' s comprehension of the meaning of
the message being sent. Templeton (1973) points out how research began
to focus on these integrative tests of listening comprehension in preference
to the discrete point tests of phoneme's discrimination, intonation, and
word and sentence stress.

l.b
a-

Listening

Comprehension Test Formats:

Dictation:

Students can be involved in listening to the dictated material that
incorporates oral messages. The student may be asked to write some parts
based on listening to the message dictated. This can be an important
testing format for assessing the student' s listening comprehension skills.
The student' s discrimination skill is the decisive factor in writing the
message dictated.
Weir (1987) states that there is much evidence that shows dictation
correlating highly with a great variety of other tests, particularly with
other integrative general language proficiency tests. Also, Oller (1983)
points out that research shows that dictation test results are powerful
predictors of language ability, as measured by other kinds of language
tests.
The proponents of dictation, however, consider its very integrative
nature to be an advantage since it reflects more faithfully how people
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process language in a real life context. They think the dictation approach
in assessing the student' s listening comprehension is more effective and
authentic than the other assessment approaches or formats.

b-Liste ning

Comprehension:

The student may be asked to listen to the passage of one paragraph
or more or a dialogue among two persons or more. The message, listened
to, may be read by some examiners or played from a recorder cassette.
The student is asked to answer some questions that evaluate his or her
comprehension of the message sent. The questions can be multiple choice
questions, where the student has to choose the right options, or openended questions where the student has to write the answers.
In case of multiple choice questions, great attention should be paid to
the construction of the questions and the distracters given. They should be
designed in such a way that the student can not use his or her guessing. In
open-ended questions, students should be encouraged to use such
activities, as inference and recognition of sequences and other high order
thinking skills.

2.a

Testing

Speaking:

The speaking test, is evaluates the student' s skill in sending a
meaningful message in a functional way. The oral aspect is the focus of the
speaking test, rather than the graphic one. It can be an indicator of the
student' s general language competence as the emphasis is on the
integration of the language component, phonology, vocabulary and
grammar.
The speaking act, according to Searle (1971 ), can be commissive,
directive, expressive, declarative or representative. The speaking act is
commissive, if the speaker promises to do some thing in the future or
directive if the speaker gives the listener a suggestion, a request or a
command. It can, also, be expressive in that the speaker expresses his or
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her feelings, or representative m that the speaker describes some states or
events.
Yet, the student' s articulation of the sounds, the right usage of the
stress and intonation can be the determiner of the function of the message
conveyed by the student. In the graphic form of the message, punctuation
marks can be the determinants of the meaning, but in the speaking test,
the stress and the intonation becomes the determinants in this respect.

2.b Speaking Test Formats:
1-

Mini-dialogues:

A student can be put in a situation and asked to respond to such
situation. The interest, in this format, is in the student' s skill in using
language in a functional way. He or she may be asked to thank, to
apologize, to offer, or refuse help, to ask for information, etc.
The mini-dialogue, in which the student is asked to perform, may be
a very short dialogue where he or she has to do one or two language
functions. In some cases, there can be more than one mini-dialogue with
more functions for the student to do. Yet, if there are many mini-dialogues,
there should be many different topics to correspond to.
2-

Dialogues:

The student can be asked to be involved m a dialogue with another
person about a certain object. The role of the student in this dialogue can
be responding to what the other participant in the dialogue stimulus him
or her to do. It is important to note that the responses, required from the
student, should be varied and of different purposes. Yet, the dialogue is
usually based on one topic.
The dialogue format is usually different from the mini-dialogue one
as the number of the student' s responses is greater. Also, it has more
options to act on than in the mini-dialogue. Thus, the testee in the mini-
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dialogue format, is controlled by the instructions that he or she must act
on. In addition, because of the larger context and content Also, because of
the longer context of the dialogue, the student has a greater chance to
understand the message conveyed.
2.3

Testing

Reading

Comprehension:

Reading, according to Alderson (l 986a), can be silent act where the
interest is in perce1vrng the written text so as to get the message, or oral
reading where the reader is asked to say the text written. For the reader,
the reading comprehension skill can classified into: literal reading, where
the content is explicit; inferential reading where the student tries to find
the information that is implicit; critical reading where the reader compares
the passage to a certain norm; and appreciative reading where the reader
gains emotional response.
Yet, the general objective of the reading skill test, is to evaluate the
student' s skill in comprehending the message read, whether it is a
sentence or a passage. Evaluating the student' reading comprehension skill
requires an integrative and communicative approach. However, the
student' s performance on the reading comprehension assessment can be
the outcome of many factors such as his or her comprehension of the
language sub-skills, i.e., vocabulary and grammar; his/her prior
knowledge, and discrimination skill. All these variables are assumed to
correlate positively to his or her reading comprehension
While reading for comprehension, student has to get the meaning of
the general topic and the specific details mentioned. The familiarity of the
topic of the reading passage can help the student get it easily. Also, the
more the passage is interesting to the student and based on his or her
prior knowledge, the easier the student gets the meaning. Also, the
richness and the authenticity of the context of the reading passage can
help the student in getting its ideas.
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3.b

Reading

Comprehension

Formats:

a- A passage followed by a number of open-ended Questions:
Student is asked to read a passage of two paragraphs or more and
answer the questions below. The questions are usually of the open-ended
type. Answering these questions, by the student, may reveal his or her
high order thinking and the inference and drawing conclusions skills. The
questions should be well constructed, so that the student may not resort to
merely copying some parts of the passage in answering them.
The questions require the candidates to write down specific answer
rn spaces provided. Activities such as inference, recognition of sequence,
comparison and establishing the main idea of the text, require relating
sentences in a text with other item that may be some distance away in the
text. The answer has to be sought rather than being one of those provided.

b-

A

passage followed

by

multiple

choice

questions:

The passage, the student is asked to read, in this case, can be
followed with a number of open-ended questions with options for the
student to choose the right one. The choices, given, usually include the
right option and three distracters. The questions for this format may need
great care in planning so that student can think carefully before deciding
the right option.
Yet, according to Weir (1987), we do not know, in fact, whether
student' s failure is due to lack of comprehension of the text or lack of
comprehension of the question. Also, a candidate might get an item right
by eliminating wrong answers, a different skill from being able to choose
the right answer in the first place. The format of these tests may
encourage candidates to guess and it is.
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Multiple-choice tests, also, take much longer and are more expensive
and difficult to prepare than open-ended ones. Each item has to be
rigorously edited to ensure that:
1- There is no superfluous information in the stem spelling.
Grammar and punctuation are correct.
2-The language is concise and appropriate to the level of the candidates.
3-There is only one unequivocally correct answer and the distracters are
wrong but plausible and discriminate at the right level.
4- The responses are homogeneous, of equal length and mutually exclusive
and the items are appropriate for the test.

c- Cloze Passages:
In the cloze procedure, words are deleted from a text after, allowing
a few full sentences of introduction. The deletion rate can be done
automatically, usually, between every 5th and 11th word. Candidates have
to fill each gap by supplying the word, they think has been deleted.
Cloze passages can be very effective testing formats for measuring
student' language competency. Engineer (1977) has concluded that there
is much supportive evidence in the literature for using the cloze format.
Klein et al (1981) claim that the results of the research with cloze tests
have been extremely encouraging and they have shown highly validity,
high reliability, objectivity and discrimination and so on. Bormuth (1976)
stresses that doze tests are valid and uniform measures of reading
comprehension ability and they are easy to construct and easily scored, if
the exact word scoring procedure is adopted. Alderson points out:
"The last decade, in particular, has seen a growing use of the
cloze procedure with non-native speakers of English to
measure, not only their reading comprehension abilities, but
also their general linguistic proficiency in English, as a foreign
language." (Alderson, 1986a, p. 2).
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4. a Testing Writing:
There are two different approaches for assessing student' s writing
ability. Firstly, dividing writing into discrete levels, e.g., grammar,
vocabulary, spelling and punctuation, that can be tested separately by the
use of objective tests. Secondly, using more direct extended writing tasks
of various types. Yet, according to Weir (1987), these tasks would have
greater construct, content, face and washback validity, yet, they require a
more subjective assessment.
Yet, evaluating the final product of the student' s wntmg should not
be the case in EFL teaching programs. According to Harp (1991) grading
the student' s writing is of no use in developing his or her writing skill. The
teacher' s feedback is assumed to help the student develop his or her
writing skill. For developing the student' s writing skill and evaluating it
properly the interest should be in the writing process rather than in the
student' s final writing work.
According Harp ( 1991) the writing process goes through the
following stages:
1- rehearsing or prewriting: In this stage, the writer looks for a topic to
write on.
planning, drafting, composing: It is the stage m which the
2- writing
student writes a rough form of the writing work.
3- revising or editing stage: In this stage in which the student revises
and checks what he/she has written. These stages do not necessarily occur
in sequence but may recur throughout the composing process.

4.b

Testing
With

Writing

Formats:

more integrative and direct approaches to the testing of

writing, we can incorporate items that test a candidate' s ability to perform
certain of the functional tasks required in the performance of the duties m

the target situation. For testing the student' s writing skill in an
' .
~(\\'\ \l~e, \\\e, \o\\O\\Jl\'\% tOHW(l\'i'i".
integrative and commumcatwe W'd.':J, we
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has to write the main points of a text including the essential ideas of a
piece of writing and omitting non-essentials.
The emphasis in this format is on evaluating the student' s skill in
getting the main ideas included in the reading piece and rewriting them
using his or her own words. The summary the student is required to do
should be short and precise enough to avoid the re paraphrasing of the
passage read. It should be also meaningful to the reader of that summary
whether the teacher or the peer groups members in the EFL class.
5-

Sub-skills

a-

Phonology:

Measuring:

According to Heaton (1975), test items designed to test phonology
might attempt to assess the student' s ability to recognize and pronounce
the significant sound patterns of a language, and the melody or the
patterns of the tunes of a language (i.e. the rise and fall of the voice).
Language phonology tests are interested in measuring the student' s
recognition and production of the sound system of the language, i.e.,
sounds, stress and intonation. The student' s discrimination of the sound
system, in listening or in speaking acts is the focal point in these tests.
Measuring the student' s language competence, in phonology, can be
achieved in a listening test or a speaking test. It can be assessed as
discrete or isolated sounds, stress and intonation or implied and integrated
in the student' s performance in any language skill measured. Oral tests,
i.e. listening and speaking tests may be preferred in measuring the
student' s competence using the isolated items approach. In listening test,
the interest should be in the student' s recognition of the sound system of
the language, while in speaking test, the interest should be in the
production of the sound systems.
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b-

Vocabulary:

A test of vocabulary, usually, measures the student' s knowledge of
the meaning of certain words and word group. Such a test may measure
the student' s active vocabulary (the words, he should be able to use in
speaking and in writing) or his passive vocabulary (the words, he/she
should be able to recognize and understand when listening to someone or
reading something). Obviously, in this kind of test the method used to
select the vocabulary items ( = sampling) is of the utmost importance.
The formats, used in assessing the student' s knowledge of
vocabulary are varied, yet the multiple choice format is the most common
one in this respect. Sometimes, with these formats, the option, given is just
to complete an incomplete sentence, or to avoid the synonyms, the
antonyms or the analog of the lexical item given. Also, the matching
format, the cloze passages and completion formats are used in this respect.

c-

Grammar:

It is the description of the structure of the language and the order in
which the linguistic units of the language, whether words or sentences are
combined together to produce the meaning required. It can be also the
application of the rules of the language grammar. Lado ( 1964) states that
there are two main subdivisions, namely morphology and syntax. Thus,
grammar can include the morphology and the syntax of the language. Yet,
it may be isolated or independent of the functions of the linguistic units.

Even though the test formats, that can be used in this respect are
varied, the transformational approach is quite common. With this format
the student may be asked to restate the sentence given changing it into the
passive or active or carrying out whatever instructions have been given in
this respect. The correction format in which the student is asked to correct
a certain verb according to the tense of the sentence can, also, be used.
Cloze passages and multiple choice formats can be used in assessing the
student' s competence in grammar.
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Thus, we can conclude that for measuring the student' s language
skills or sub-skills, both the objective and the subjective approaches can be
used. However the subjective formats, according to Heaton (1975), are
more effective for testing communicative skills than the objective tests. On
the other hand, the objective formats may be more effective for
measuring the student' s competence in the language sub-skills.

Multiple-choice

items

general:

The initial part of each multiple choice item is known as the stem.
The choice from which the student selects his answers are known as
options/responses/alternatives. One option is the answer, that it is the
correct option or the key, while the other options are distracters. The task
of the distracter is to distract the majority of the poor students (i.e. those
who do not know the answer) away from the correct options. The
following general principles, regarding the construction of the stem and the
options should be observed when multiple choice items are constructed:

- Principles for options:
1- Each multiple-choice should have only one possible right option,
included in the stem. It must be absolutely the only correct answer unless
the instruction specifies choosing the best answer among several right
options. (as in some vocabulary tests).
2- Only one feature should be tested at a time. It is less confusing for the
testee and it helps to reinforce a particular teaching point.
3- Each option should be grammatically correct when placed rn the stem
except of course in the case of specific grammar test items.
4- All multiple choice items should be at a level appropriate to the
linguistic ability of the testees. The context, itself should be at a lower level
than the actual problem that the item is testing.
5- Multiple choice should as brief and as clear as possible.
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6- Items are generally arranged in roughly in the order of increasing
difficulty.
7- The distractors should be reasonably attractive and plausible. They
should appear correct to any testee who is unsure of the correct option.
8- The correct or the best option should be clear and it should be checked
by another person. It should, also, be of the same length as the distractors
9- Each item must be independent of all others (Lado, 1964 ).
10- The alternatives should be so prepared that the right answer can not
be selected except through an actual understanding of the problem
contained in the lead (Lado, 1964 ).

Principles for

the

stem:

1-The primary purpose of the stem is to present the problem clearly and
concisely.
2-The testee should be able to obtain a very general idea of the problem
and the answer required from the stem.
3- The context of the lead must be clear enough to render the meaning
being tested unambiguous but it should not be so direct that the answer
become obvious without cruise to the lexical unit being tested (Heaton,
1975).
This kind of format have the advantage of covering a great variety
of the language items, included in the content tested. A much wider
sample of the language units, whether they are lexical or structural can be
covered using this kind of format. Also, it is recommend because it is the
easy to score the testee' s performance.
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Yet, this type of format is criticized, according to Heaton (1975) for
the very fact that it is simpler to answer than the subjective format. Also,
another criticism is that, this type of test formats for encouraging the
student' s guessing. And finally, this format is criticized because there is
no way to test student' s communicative language competence in a direct
way.

Principle Seven: The assessment process in EFL programs should
concentrate on measuring the student' s communicative skills:
As long as, developing EFL student' s communicative language skills
is viewed as the most important objective in EFL programs, the assessment
process must evaluate the student' s communicative competence. Harp
argues,
"Our use of language is always driven by a need and
desire to communicate. Evaluation strategies that measure the
effectiveness of instruction must honor the communicative
nature of language in all its forms." (1991, p. 48)
The student' s skills, both in decoding and encoding the language
messages should be the main interest of the assessment process. The
meaningfulness of the message, the student gets or sends, can be the
indicator of the student' s skill in this respect.
The evaluation of the student' s communicative language competence
requires that equal emphasis be placed on in both the oral and the written
aspects of the communication process. Both aspects are necessary for in
the real lives of students.
The following diagram shows the communication process
components:
The Communication Process

I

\
ct

s

Written Aspect:
Reading and Writing

I
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If we are to choose between the oral aspect and the written aspect of

the language communication, the oral might be preferred since language is
mainly an oral activity and language communication is not limited to the
written aspect or the literacy skills. Listening and speaking represent the
components of the oral aspect of the communication process while, reading
and writing represent the literacy or the written aspect of the that process.
According to Richard et al. (1993) evaluating the student' s
communicative language should focus on the functional use of the language
such as requesting, describing, expressing likes and dislikes. The language
tests in this case should be based on a notional syllabus or communicatively organized syllabus.
Using the language appropriately m different types of situations can
be the only indicator of student' s language communicative competency.
Student can be asked to use language to perform different kinds of tasks,
e.g. to solve puzzles to get information; using language for social interaction
with other people. Student' s performance in the different tasks can be
evaluated as it is assumed to be the reflection of student' s language
competency.
Listed below are the communicative characteristics that Morrow
(1986) considers important in the design of the communicative tests:

- Realistic Context: The English test context should be related to the
student' s real life. It should be, also, appropriate to the candidate' s
situation.
- Relevant Information Gap:
Candidates should have to process new
information as they might do in real life situations. The context of the
language test should be rich enough to help the student get the
information necessary for the response required.
- Inter subjectivity:: The tasks should involve the candidates both as
language receivers and language producers. The language test items
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should give the opportunity to the testee to express his or her ideas m an
inpredicted way.

- Scope for development of the activity by the candidates:: The
tasks should give candidates the chance to assert their communicative
independence, and allowance should also, be made for the creative
unpredictability of communication in the task set and the marking
schemes that are applied.
- Allowance for self monitoring by candidates:: The tasks should
allow candidates to use their discourse processing strategies to evaluate
their communicative effectiveness and make any necessary adjustments in
the course of the event.
- Appropriate sized input:: The size and the scope of the activities
should be such that they are processing the kind of input, they would
normally be expected to.
- Normal time constraints operative:: The task should be
accomplished under normal time constraint.
Weir ( 1987), presents a different set of characteristics to consider
m the design of communicative tests:

- Interaction::
There would be an emphasis on interaction between the participants
and the resultant inter subjectivity would determine how the encounter
evolves and ends.

Unpredictable

language

performance: The form and the content of the language produced
would be to some extent unpredictable. It is quite related to what Morrow
(1986) suggests about inter-subjectivity in which he argues testee should
be given the opportunity to express him/herself in an unpredict way.
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- Authentic

Tasks:

It would employ domain- relevant texts and authentic tasks. It
would be purposeful in the sense of fulfilling some communicative
functions. Abilities would be assessed with meaningful and developing
contexts and a profile on them made available. Again Weir(l 987) agrees
upon what Morrow (1986) terms as the realistic context in language tests.

- Appropriateness

and

Feasibility:

For appropriateness and feasibility, there might be an integration of
the four language skills, i. e., listening, speaking, reading and writing. The
appropriateness of the language, used for the expression of the functional
meaning, would have high importance. Morrow (1986) refers to this
characteristic as the appropriate sized input and time constraints.

- Direct Testing Methods:
It would use direct testing methods, with tasks reflecting realistic
discourse processing.

- Quality is preferred to quantity:
The assessment of the productive abilities would most probably be
qualitative rather than quantitative, involving the use of rating scales
relating to categories of performance.
However, it is important to note that in communicative approaches to
language testing, there would seem to be an emphasis, not on the linguistic
accuracy but on the ability to function effectively through the language in
particular settings and contexts. This implies the notion that linguistic
activity in the test should be of the kinds and under the conditions that
approximate to real life. Also, there is a current shift from linguistic to
sociolinguistic and from discrete points to integrated skills. Valette, also, 111
his second edition (1977), according to Davies (1988, ) has moved from
linguistic to socialinguistic, from structuralism to functualism, from
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taxonomy and breaking down into skills, into discrete points to integration
and building up into wholes.

Principle Eight: Assessment and Evaluation
honor the wholeness of the language:

Strategies

must

The current trend in language teaching and testing is the assumption
that Freeman and Freeman (1992) present that language acquisition
should go from whole to part rather than from part to whole. In language
testing the interest should be in evaluating the general meaning of student'
s performance in language tests, rather in discrete points or items. Harp
argues that
"Assessment strategies, that attempt to determine what
children know and need to learn next and evaluation strategies,
that measure the effectiveness of instruction must honor the
communicative nature of language in all of its forms." Language
is acquired to perform a certain function in our lives, and the
student is always driven by the need and desire to
communicate." (1991, p.48)
The interest of the assessment process should be in how the testee
uses the language in a meaningful and purposeful way. The meaning of
the whole message, decoded or encoded is what the assessment process
should measure. In the assessment process of the student' s language
competencies, teachers should not concentrate on discrete points of
language to measure, rather they should measure the student' s skill in
conveying or receiving a meaningful message using the language, being
taught.
Yet, the commonsense assumption student's competence, in EFL is
measured via discrete points, i.e., phonological items, lexical items and
grammatical items. With that assumption student' s learning process goes
from the small to the whole. The new assumption, according to Freeman &
Freeman ( 1992), is that the whole is bigger than the sums of its parts.
Harp (1991) has pointed out that teachers should assess, what children
know about languages, as they watch the children use language, in real
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communicative situations. Children can respond in a variety of ways to
whole texts, and not be limited to fill in the blank activities following the
reading of a short, excerpted piece.
Reading and writing, in EFL, should be viewed as processes rather
than as the accumulation of sub-skills. The testees, in both reading and
writing have to be put in situations, that can measure their responses to
the meaning of the whole language art read or written. In reading
passages, the questions should aim at indicating if the testee gets the
general meaning before measuring his understanding of specific details. In
writing the meaningfulness of what the testee writes is, also, the focal
point.
We know, now, that such skills-based instruction ignores what we
know about literacy development. Reading and writing are viewed as
processes, rather than as the accumulation of small skills. How the
children handle the processes, is the teacher's focus, rather than the
acquisition of discrete skills (Harp, 1991 ).
In language classrooms, children are asked to respond first to the
largest units of meaning, whole selections, and only after truly meaningful
experiences with whole selections, are they asked to deal with smaller
pieces. The interest, in language tests, should reflect developmental
sequence of student' s understanding from, the whole passage, then, the
paragraphs, and finally sentences and word.
This movement is leading to greater reliance on miscue analysis and
Miscue
the development of checklists for processes rather than for skills.
analysis helps us understand, whether a reader is attempting to construct
meaning or is simply decoding sound-symbol relationships.

Principle Nine: Assessment and Evaluation in Reading must
reflect what we know about reading process:
Reading is viewed now as a process in which there is a kind of
interaction among some learning variables. Accordingly, the reading
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comprehension is the outcome of the interaction among these three texts:
I-the text in the head of the author, 2-the head on the printed page, and
3-the text created in the head of the reader, as a result of this interactive
process. Harp claims,
"Reading is an interactive process, in
experiences, knowledge, and theories
with the ideas of the author to create
comprehension is the outcome of the
variables." (1991, p. 52)

which the background
of the reader interact
meaning. The reading
interaction of these

The EFL assessment process must reflect the interaction between the
variables, included in the reading process. The Wisconsin Reading
Association ( 1990), in a publication entitled "Toward an Ecological
Assessment of Reading Process" suggests that assessment and evaluation
in reading must consider the following factors which influence
comprehension:

a.

Prior

knowledge:

The assessment, of the student' s prior knowledge, is useful in
interpreting performance on a comprehension knowledge tests. The
knowledge that the reader brings to the reading act, greatly influences
comprehension. Prior knowledge can be assessed in reading tests by
giving a multiple choice test, that measures prior knowledge by having
children write predictions before they read or by asking children to write
about topics of the central comprehension of the passage.

b.

Text Structure:

The structure of the reading passage is assumed to influence the
student' s comprehension of that passage. Narrative selections, which
conform to a predictable text structure-problem-events- resolution, are
more easily text structure remembered than other texts with no
discernible structure.
Problems, in comprehension can be caused by lack
of structure. We need to be sure, that children understand text structure.
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Language teachers need to determine that texts, used in tests, have an
identifiable structure.

c.

Reading

Strategies:

Metacognition is an awareness and understanding of one's learning
process. Applied to reading, this ability is termed metacomprehension.
One's ability to monitor comprehension and take corrective actions, is
crucial in an interactive view of the reading process. Comprehension
increases when children are taught what to do when comprehension fails.

d.

Interests

and

Attitudes:

The degree of interest in a topic and the attitude, the reader has
towards the reading task, will influence comprehension. Our understanding
of a reader' s comprehension ability will be enlightened by knowing the
interest and attitude the reader brings to the task. Valencia and O' Pearson
(1987) suggest these innovative formats for evaluating reading:

Summarv Selection:
Students can be asked read three or four summaries
of a selection written by other students. They select the one, they think
the best and they are asked to identify why.
Metacognitive Judgment: : O' Malley & Pierce (1992), state that
metacognitive judgment refers to the awareness of the importance of
student' s mental processes. This implies recognizing the difficult learning
tasks which approaches can be better than the other in solving the
comprehension problems. Students are asked to think about a way they
might have to use for answering the comprehension questions after they
have read the passage.
Retelling:
The student can be asked to retell a reading comprehension
piece to the class, using his or her own words.
Question Selection: : The teacher can form 20 questions and the students
are asked to select the best ten ones.
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New Views of the reading process :
According to Harp (1991) the new views to the reading process can
tell us that:
-Inference is an essential part of the process of comprehending units as
small as sentences .
.-The ability to synthesize information from various parts of the text and
different texts, is the hallmark of an expert reader.
-The ability to ask good questions of text, as well as to answer them, is
hallmark of an expert reader.
-All aspects of a reader's experience, including habits that arise from
school and home, influence reading comprehension.
-Reading involves the orchestration of many skills that complement one
another in a variety of ways.
-Skilled readers are fluent. Their word identification is sufficiently
automatic to allow most cognitive resources to be used for comprehension.
-Learning from text involves the restructuring application, and flexible use
of knowledge in new situations.

Principle Ten: Assessment and Evaluation in writing must
what we know about the writing process:

reflect

In traditional classrooms the product of writing has been the focal
point. The first purpose of assessment and evaluation in writing is to
inform the child of his or her progress in using the writing process. Often
students are given a piece of their work evaluated by the teacher with
only a grade on the paper. Harp (1991) thinks such evaluation does not
help children understand how to make the writing better.
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Yet, in the effective language assessment, the focal point of
assessment and evaluation in, writing, should be the child's growth m
using the writing process. Children must be given feedback on and be
asked to self-evaluate their performance at each stage of the process.
When he/she is given the right feedback, the student can improve his/her
writing work that can be sampled for the assessment and the evaluation
purpose. The final product of the student' s writing skill should not be the
goal of the EFL assessment.
The EFL assessment process should reflect what we know about the
writing process in all its different stages. If assessment and evaluation are
to be consistent with what we know about the writing process, teachers
and students should take critical looks at the following stages of the
writing process:

-The pre writing stage:
and selecting a topic.

Children are thinking, observing, researching

-The draft writing stage: Students examine the rough draft writing
stage, where the work may be tentative, exploratory, and idea focused,
rather than mechanics focused.
-The revision /response stage: The student is evaluated in terms of
the child' s ability to see the need to make changes, willingness to make
changes, the ability to check for meaning, and the ability to accept the
responses of others to his or her writing.
-The editing stage: The student would be evaluated for his or her
ability to engage in self-editing, peer-editing, adults editing and to focus on
the mechanics of writing.
-The publication stage: In the final draft or publication stage, the
student is evaluated for his or her careful proofreading, the quality of
presentation, and the appropriateness for the intended audience.
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that can include samples of the student' s work or performance in many
assessment tasks. Over time and in the context of numerous performances,
we can observe patterns of success and failure and the reasons behind
them.
Also, for the assessment process to be authentic and equitable, the
testee might legitimately need to have a question rephrased or might
deserve the opportunity to defend an unexpected or incorrect answer. This
concern for equity and dialogue, according to Wiggins (1990) is not idle,
romantic or esoteric. The testee has to be given the right to understand the
task before being asked to do it.
Archbald (1988,) points out that the definition of the tasks included
rn the assessment process, as well as the student' s performance, can be
the indicator of the authenticity of the test. He argues
"A valid assessment system provides information about
particular tasks on which students succeed or fail, but more
important, it also presents tasks that are worthwhile,
significant and meaningful, in short, authentic. Performance
assessment is a closely related approach and is often
conceptualized as a subset of authentic assessment."(1988, p. l ).
Eliott (1991) emphasizes that authentic assessment is a philosophy
about classroom assessment, as well as, a combination of practical data
collection techniques. He claims that authentic assessment methods are
being proposed, as replacements for both standardized tests and typical
classroom tests. Authentic assessment is a central piece of the outcomeoriented education and school restructuring movements in the United
States.
Wiggins ( 1990) states, that the inescapable dilemma, presented by
mass testing, is the thought that they are labor- intensive and timeconsuming. Consequently, teachers regard tests as something to be done as
quickly as possible after teaching has ended, in order to shake out a final
grade. Yet, the mastery of the knowledge is more than producing verbal
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answers on cue; it involves thoughtful understanding as well. And
thoughtful understanding implies being able to do something effective,
transformative or novel with a problem or complex situation.
Thus, we can conclude that for the assessment process to be
effective, the tasks used and the activities included, must be authentic and
equitable.
Also, the testees might be given the right to understand the
nature of the task or the activity, he or she is involved in, during the
assessment process. For meeting these requirements, the context of the
assessment process must be meaningful and purposeful to the testee. The
students' real lives should be put into consideration along with the
teaching process, as well as the assessment process.

Principle Thirteen: Norm Referenced
No Help to the EFL Teacher.

Achievement Testing

is

of

In norm-referenced tests, the main interest is in comparing testees'
performances to a certain norm set before. This type of tests can be used
for sorting out testees and classifying them for further studies rather than
helping teaching process. On the other hand, criterion-referenced tests
show how much each testee has learned in relation to the subject it is
based on. It can be used for formative purposes and making teaching
process more effective. Harp says,
" In fact, norm-referenced test data are essentially of a limited
use and possibility of using the data, yielded from, in
increasing the effectiveness of the EFL teaching process is
fragile useless to use." (1991, p.56)
Even, using norm-referenced tests for classifying students for further
training is criticized. The validity of norm-referenced tests is doubled
because the context of these tests may be far away from the testee' s own
culture. Ravitch(l 993) thinks that norm referenced tests are invalid and
inauthentic since their context is not related to student' s culture and the
classroom instruction.
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Another destructive influence, of norm-referenced testing, is the
appearance of scientific credibility. Teachers have been led to believe
that grade scores and percentile rankings are scientific, and therefore more
valid, than their professional judgment. So the activities in which children
engage in, in the name of reading instruction look much more like the tests
(fill in the blanks, choose the right answer and so forth), than like
authentic reading activities.
Harp (1991) thinks that in classrooms where real communicative
experiences are of primary importance, teaching to the test is counterproductive. The time spent in test-like activities robs time from the much
more important experiences of real reading. A vicious circle exists in the
production of basal readers. In a test driven curriculum mentality, the
circle begins with norm-referenced tests, the tests, then, influence the
design of the basal readers, the workbooks, and the accompanying tests,
and ends with norm-referenced tests (Goodman 1978).
Because of the destructive influence of norm-referenced tests,
English language teachers should think of using other kind of tests. This
will be done by rejecting norm-referenced testing for other assessment
and evaluation that can recognize the developmental nature of literacy.
Criterion referenced tests can be the alternative to the norm- referenced
tests in the EFL assessment process. Criterion-referenced tests can be used
of the formative purpose. necessary for effective EFL teaching process.
b. Language Tests Criteria:
Principle One:

Tests should haye the proper Efficiency:

The focus, laid on the EFL tests, whether they are standardized tests
or national or teacher made tests, in the assessment process, is due to the
fact that they are the most commonly used in this respect. Yet, the role of
each of those tests, in the assessment process, varies from one country to
another.
In the United States of America, for example, the interest has
been on the standardized tests, while in the United Kingdom, the interest is
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in the national tests. However, the commonsense practice in most
countries, is that they can not be solely used in the assessment process.
For tests to be effective, as assessment tools, they must be practical.
Practicality involves questions of economy, ease of administration, of
scoring and of interpretation of the results. The longer it takes to
construct, administer and score the test, the less practical the test is. Also,
the more skilled personnel and the equipment involved, the higher the
costs are likely to be (Weir, 1987).
In addition to validity and reliability, we should also be concerned
about the effect of our tests, particularly the extent to which our tests
cause undue anxiety. Madsen stresses the importance of the test effect on
the testee' s performance in a certain test, saying,
"Negative effect can be caused by a too difficult or unfamiliar
examination task. One should utilize test formats that minimize
the tension and stress, generated by English exams."(1983, p.
179).
The time taken whether in constructing a language test, or in
administering it and scoring it should be put into consideration while
deciding its efficiency and practicality. Bowen claims ,
"Still another way, of evaluating our tests, is to determine their
efficiency. No statistical procedures are suggested, but it would
be advisable to maintain a record of the time, needed, to
construct the exam, score it and analyze it. If the affect,
validity and reliability of two exams are roughly the same, it
would be logical to opt for that which requires the least time to
prepare, administer and score." (1977, p. 387)
The test operation and administration surroundings can be put into
consideration, in deciding the test efficiency. The duration of the test may
affect its successful operation and affects the testee' s performance in a
negative way. The fatigue effect on the candidates, the administrative
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factors and the availability in which to sit the examination, in addition to
the financial cost of the test, all have to be taken into consideration.
The administration procedure of the test should be taken into
consideration while evaluating a certain test. Language tests that need
special procedures are not practical; as good language test should be given
under the available conditions. Lado (1964, p. 32) in pointing out to the
test administerbility, in the evaluation of the language tests, wondering,
"Can the test be given under the conditions that prevail and by the
personnel that is available?"
Broughton (1987) states that a good test is practical. This means the
extent to which the test is readily usable by teachers with limited time and
resources. Tests that are less sophisticated in their operation,
administration and scoring are preferred to the more sophisticated ones.

Items

Analysis:

In addition to the ease of the test operation and administration, each
Each
test should be analyzed to ensure the efficiency of the language test.

question, included in the test, needs to function properly otherwise, it can
weaken the test. Fortunately, there is a rather simple statistical way for
checking individual items. This procedure is called "item analysis". The
item analysis tells us, basically, two things: how difficult each item is, and
whether or not the question 'discriminates' or tells the difference between
high and low students,( i. e., which distracters are working as they should
be).
To prepare for an item analysis, first score all the tests and arrange
them in order from the highest score to the lowest one. Next, we have to
divide the testees' papers into three groups; those with the highest scores
in one sack, and the lowest in another. (The classical procedure is to choose
the top 27 percent and the bottom 27 percent of the papers for the
analysis). The middle group can be put aside for a while. Then, we record
the student responses, a group of 35 students for example can be divided
as follows:
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Low Group
2

D

High Group
1
5
2
1

E

1

1

Options
A
B

c

3
2
2

All items should be examined from the point of view of (1) their
difficulty level and (2) their level of discrimination.

a-

Test'

s Discriminating Power:

The discrimination index or level of an item indicates the extent to
which the item discriminates between the testees, separating, the more
able testees from the less able ones. According to Heaton (1975), the index
of discrimination tells us, whether those students who performed well on
the whole test tended to do well or badly on each item in the test. It is
supposed of course that the good student tends to do well on the test as a
whole and the item analyzed, while the poor students do badly in both.
To Broughton (1978) tests that are on the whole too easy or too
difficult for the pupils, who do them, do not discriminate well. They do not
spread the pupils out, since virtually all pupils score high marks or all
pupils score low marks. Ideally, the test should give a distribution, which
comes close to that of the normal distribution curve.
There are various methods of obtaining the index of the
discrimination. All of the methods involve a comparison of those students
who performed well and those who performed poorly on the whole test.
According to Heaton (1975) the following procedure is recommended.
a- Arrange the scripts in rank order of total score and divide into two
groups of equal size(i.e., the top half and the bottom half).
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b- Count the number of those candidates in the upper group answering the
first item correctly; then count the number of lower-group candidates
answering the item correctly.
c- Subtract the number of the correct answers in the lower group from the
number of correct answers in the upper group.
d-Divide the difference by the total number of candidates in one group. We
can use the following formula:
D

Correct U - Correct L
n

(D= Discrimination Index; n= Number of candidates in one group; U= Upper
half, and L= Lower half. The index D is thus the difference between the
proportion passing the in U and L.)
e- Proceed in this manner for each item.
Generally, it is felt that 10 percent discrimination or less is not
acceptable, while a higher percentage is acceptable. Values among 10 to
15 percent is marginal or questionable. Actually weak distracters often
cause test questions to have a poor discrimination or an undesirable level
of difficulty. No acceptable level has been agreed upon but examiners feel
uneasy about a distracter that is not chosen by at least one or two in a
sample of 20.

b-

Difficulty

level:

The index of difficulty (or the facility value) of an item simply shows
how easy or difficult the particular item proved in the test. The index of
difficulty (F. V) is generally expressed as the fraction or percentage of the
students who answered the item correctly.
We can use this formula:

R represents the number of the correct answers and N the number of all
the students taking the test.
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The average facility value of .5 or 50% may be desirable for many
public achievement tests. Generally, a test question is considered too easy
if more than 90% get it right. An item is considered too difficult, if fewer
than 30& get it right. For the language test to be efficient as an
assessment tool, some difficult items should be included so that the good
students can be motivated to do well in the test. Yet, the inclusion of very
easy items will encourage and motivate the poor student.
However, the discrimination index is related to the facility index.
The test with high value of facility or difficulty may fail to discriminate
between the good pupils and the bad ones.
In addition to the discrimination power of the test and the difficulty
level, tests should fulfill the following requirements:

- Clarity of instructions to the students:
The testees should have clear instructions that can help them
understand how the test process goes. The test statements should be free
from ambiguity so that the testees can know what tasks to do.
Appropriateness of the time actually allotted:
The examinee should be given appropriate time for accomplishing
the test tasks properly in the due time. If the testee is pressed for time, his
or her performance in the test will be negatively affected.
- Degrees and type of examinee' s interest in the task:
The test tasks should be of interest to the testees. The examinee
should enjoy doing the test. The testee' s interest correlates positively to
his or her performance on the test.
-It should be based on the classroom levels and individual
differences:
Tests of this kind can be criterion referenced, rather than normreferenced. The interest should be on how much the student has achieved
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from the content of the syllabus, taught in the EFL program, rather than
comparing the student to the standards set previously.

Principle Two: The Effective Language Test should
Developmentally.

progress

For the effectiveness of a test or an exam to be ensured, the test has
to proceed in a developmental way, i.e., through the stages of preparation,
pilot administration, evaluation, operation and monitoring. These complex
processes are needed to guarantee that tests are made as valid, reliable
and efficient as possible. In these developmental stages, according to
Heaton (1975), the following points should be put into consideration:
- A satisfactory specification has been drawn up, along with test items
with appropriate accompanying texts (The questions of specificity and
authenticity of texts should have been resolved in the design stage).
- Formats should be selected and items written to reflect, as closely as
possible, the discourse processing activities of target situations.
- The pilot test should undergo a further validation check at this stage by
inviting professionals, in the field to comment on the suitability of the
texts, formats and items.
- Any necessary amendments should be made, in the light of this scrutiny.
-The test then needs to be trailed and great care should be exercised to
ensure that the sample of the candidates, in the trial is adequate for the
degree of precision required and is as representative of the target
population, as it is feasible.
- Opinions, also need to be elicited from test takers, lay advisors and
processionals with regard to content.
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- The test then, also needs to be revised in the light of the qualitative and
quantitative data, generated concerning its reliability, validity and
efficiency.
- If the new test represents a radical departure from previous tests types,

sample tests could be made available to enable candidates to familiarize
themselves in advance with the test procedures.
-The results of each administration of the test should be carefully
monitored and ideally stored on a data base so as to be used as a guide for
ongoing and future revisions of the test.
- It is necessary to monitor the washback of the new test, on the teaching
that has preceded it in the classroom.
- The impact of the new test, on the general public, should also be
monitored, as well as the reception of the test by receiving institutions,
that are to make use of the information contained in the test results.
-The scoreability of the test is also, put into consideration in deciding the
test practicality. Can the test be scored with ease so that the users may be
able to handle it?
- The cost and the time can be another dimension when considering how
practical a test is. The practical criterion is: Does the test measure what
we want to test in a reasonable time considering the testing situation? If
so, the test is practical and economical
However, the above mentioned stages are important for constructing
standardized tests and national tests that are administrated to a large scale
of students. Yet, a teacher-made test is relatively easy to construct as it is
constructed for measuring a certain sample of students taught by that
teacher. The hard pressed classroom teacher does not usually have the
time or the resources to conform fully to the stages, outlined above, and
may well ask if it is possible to achieve any thing worthwhile. Within the
constrain imposed by school situation.
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Principle Three: The language test should have the proper
validity:
Test validity means that the test can measure what it is supposed to
measure. It is the degree to which a test measure what it is designed to
measure. Weir (1987) states that the test validity means that the test can
measure what it is intended to measure. To Madsen (1983) a valid test is
one that in fact measures what it claims to be measuring. Brown (1984)
argues that if a test actually measures what it claims to measure, we say it
is valid. To Heaton (1975) the validity of a test is the extent to which it
measures what it is supposed to measure and nothing else. Thus, test
validity refers to its ability to measure what is supposed to measure.
Thus, The test validity means that the test measures actually what it
has been designed to measure. A test of translation, for example, may be
valid as a test of translation but not valid as a test of auditory
comprehension, and vice versa. The validity of a test can be measured by
content or by correlation with a criterion that we know is valid. The
concept of the test validity affects all aspects of the test design,
irrespective of the prevailing linguistic paradigm.
Yet, the concept of validity can be approached from the following
different perspectives

a-

Construct Validity:
It is the answer to the question, to what extent the test copes with

the theories of the language acquisition. The more the test is based on the
language acquisition theories, the more valid the test is. Brown ( 1984)
points out that if there is a good match between the components of a
speaking test, for instance, and the theoretical constructs of oral
communicative competence, we can say that the test has construct validity.
Cronbach (1982, p. 153) states " Every time an educator asks about what
the instrument really measures, he is calling for information on construct
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validity. To Weir ( 1987), construct validity is the most important kind of
validity as it embraces all other forms of validity.
Weir (1987) also points out that in the past, little attention has been
accorded to the non- statistical aspects of construct validity. In the earlier
psychometric- structuralism approach to language testing, the prevailing
theoretical paradigm lent itself easily to testing discrete elements of the
target language and little need was seen for much a prior deliberation on
the match between theory and test. Additionally, the empiricism and
operationalism of those working, in educational measurement, made the
idea of working with non- objective criteria unattractive.
Palmer et al (1981 a) views construct validity from a statistical
perspective. Construct validity is seen principally as a matter of a
posterior statistical validation of whether a test has measured a construct
that has a reality independent of other constructs. The concern is much
more with the posterior relationship between a test and the psychological
abilities, traits and constructs it has measured, than with what should have
been elicited in the first place.
To establish the construct validity of a test statistically it is necessary
to show that it correlates highly with indices of behaviors that one might
theoretically expect it to correlate with and that it does not correlate
significantly with variables that one would expect it to correlate with.
In contrast to this emphasis, on a posterior statistical validation,
there is a body of opinions that holds that there is an equally important
need for construct validation at the prior stage of test design and
implementation. Cronbach argues that,
Construction of a test itself starts from a theory about
behavior or mental organization derived from prior research
that suggests the grouping plan for the test." (1982, p. 443 ).
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Construct validity refers specifically to basing a language test on
certain assumptions of a language theory about that language behavior
Kelly(l 974) stresses the point that,
tested or measured.
"The systematic development of tests requires some theory,
even an informal, unexplicit one, to guide the initial selection of
item content and the division of the domain of interest into
appropriate sub-areas."
To decide the construct validity of a language test, a close scrutiny of
the specification for a proficiency test, by experts in the field or colleagues
in the case of the classroom achievement tests and relating the
specifications to the test as it appears in its final form, is essential. This
would provide useful information as to what the test designer was
intending to test and how successful the item written had been
implementing the specification in the test realization (Weir, 1987, p. 26).

b-Content

Validity:

That is another form of validity, that indicates to what extent, the
language test measures what it is supposed to measure. The greater the
achievement test reflects the content taught, in the EFL program, the
greater the validity of the test is. The more a test simulates the dimensions
of observable performance the more likely it is to have content validity.
Particular attention must be paid to content validity in an attempt to
ensure that the sample of activities to be included in a test is as
representative of the target domain as is possible. Weir(1987) points out
that we can often only talk about the communicative construct in
descriptive terms and as a result, we become involved in questions of
content relevance and content coverage.
Content validity can be quite different from construct validity. The
accordance of the test with the principles of the theories of the language
acquisition, is usually referred to as construct validity, while the
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representation of the test traits to the content taught in the EFL program
indicates to its content validity. Yet, Moller states,
" ... The distinction between construct and content validity 111
language testing is not always very marked, particularly for
tests of general language proficiency." (1982b, p. 68).
Bachman et al (1986a) state that a primary purpose of many
communicative tests is to provide a profile of a student' s proficiency,
indicating in broad terms the particular modes, where deficiencies lie.
Content validity is considered especially important for achieving this
purpose, as it is principally concerned with the extent to which the
selection of test tasks is representative of the larger universe of tasks of
which the test is assumed to be sample.
Anastasi (1966, p.131) provides a set of useful guidelines for
establishing content validity:
a-The behavior domain to be tested, must be systematically analyzed to
make certain that all major aspects are covered by test items, and in the
correct proportion.
b- The domain under consideration should be fully described in advance,
rather than being defined after the test has been pre read.
c- Content validity depends on the relevance of the individual's test
responses to the behavior area under consideration, rather than on the
apparent relevance of item content.
Establishing the test content validity may be problematic. Yet, test
constructors have to attempt to make tests as relevant in terms of content
as possible. There is a need to look closely at test specifications to make
sure that they describe adequately what ought to be tested. Bowen (1977)
states that content validity can be determined by matching the test with
the course of instruction or linguistic sub skills on which it is based.
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To decide if the test has this kind of content validity, there should be
a careful analysis of the language being tested and the particular course
taught. Heaton (1975) thinks that the test should be so constructed as to
contain a representative sample of the course, and the relationship
between the course and the test should be apparent.

c-

Face

Validity:

This refers to the judgment of the observers about what the test
appears to measure. Face validity pertains to whether the test looks valid
to the examinees who take it; the administrative personnel who decide its
use and other technically untrained observers. Fundamentally, the
question of face validity concerns rapport and public relations." (Anastasi.,
1966, p. 136).
To Broughton (1987) the face validity is a matter of how the test
appears to the students being tested, to teachers, administrators and so on.
Thus, test makers must ensure that a test not only tests what it is
supposed to test, reliably and accurately, but it looks as though that is
what it does.
It is important to show the test items to the experts or the
professionals to decide the validity of the test. Heaton argues,
"If a test item looks right to other testers, teachers,

moderators, and testees, it can be described as having at least
face validity. It is, therefore, often useful to show a test to
colleagues and friends. As constructors of the test, we can
become so involved in the test that we sometimes fail to stand
back and look at the individual test items objectively. Only if
the test is examined by other people can some of the
absurdities and ambiguities then be discovered." .(1975, p.153)
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Yet, the value of the face validity has been discounted by Lado
(1964 ); Davies (1988); Ingram (1984 ); Palmer (1981) and Bachman et al
(1986). Bachman et all, for example, thinks that since there is no generally
accepted procedure for determining whether or not a test demonstrate this
characteristic, and since it is not an acceptable basis for imperative
inferences from the test scores, it has no place in the discussion of test
validity.
Stevenson (l 985b) argues that construct and content validity should
not be sacrificed at the alter of an increased lay acceptance of nontechnical face validity. Anastasi (1966) suggests that face validity should
never be regarded as a substitute for objectively determined validity.

The

validity of the test is in its final form and it should always be directly
checked. Thus, the content validity and the construct validity can be used
as a more effective indicator of the test validity.
d-

Washback

validity:

This refers to the fact that achievement tests should reflect, the
teaching process that precedes them. Weir (1987); Porter (1983) and
Morrow ( 1986) have referred to the effect of a test on teaching. If a test
has good backwash effects, it will exert a good influence on the learning
and teaching that takes place before the test. The term backwash,
according to Heaton (1975) refers to the effects of the language test on the
language teaching process and program.
Tests are to reflect what teachers, likely, try to equip the student
with, i.e., the skills within a communicative framework. The items and
formats should reflect the instruction, given in the EFL class. They should
be representative of the language skills or sub-skills, included in the
syllabus, used in the EFL program. They should be closely related to the
teaching and learning process that precedes taking the test or the test
operation.
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e.

Criterion

Related Validity:

This is concerned with the extent to which test scores correlate to a
suitable external criterion of performance. Heaton ( 1975) points out that it
is usually referred to as a statistical or empirical validity. It can be
divided into concurrent validity and predictive validity.
In concurrent validity, the interest is in the correlation between the
scores of the test, investigated, and their scores in another test of well
known validity, that administered to the same pupils at the same time.
Davies has argued forcefully that external validation, based on data, is
always to be preferred, saying

"The external criterion, however hard to find and however
difficult to pope rationalize and quantify, remains the best
evidence of a test' s validity. All other evidences, including
reliability and the internal validates can be essentially
circular."(1988, p.1)
In predict validity, the interest is in the testee' s future performance
tests. It is based on the correlation between the examinee' s score in the
test questioned and his or her score on the future performance tests. Weir
(1987) states that it may be, in certain circumstances, which the predictive
power of the test is all that is of interest.
Bowen (1977) claims that concurrent validity can be arrived at by
comparing one' s test with the teacher' s ratings or any another test
administered about the same time in question. Similarly, predictive
validity can be determined by examining the relationship between
performance in one' s test and subsequent class grades or end of term
exams. Anastasia (1966) also, emphasizes the need for independent
gathered data, that is preferred to the internal analysis of the test.
Yet, Weir (1987) points out that there is a distinct danger that one
might be forced to place one' s faith in a criterion measure that may in
itself not be a valid measure of the construct in question. He argues that
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one can not claim that a test has a criterion-related validity because it
correlates highly with another test, if the other test itself does not measure
the criterion in question.
Principle Four:
reliability:

Language test should

have

the

adequate

Madsen (1983) points out that a reliable test is one that produces
essentially the same results, consistently on different occasions when the
conditions of the test remain the same. Weir (1978) thinks this is a
fundamental criterion against which any language test has to be judged.
Thus, reliability refers to a test' s ability to yield consistent results, at
different times, m different situations.
Reliability is a necessary characteristic of a good test and it refers to
the consistent results that the language test yields, every time it is
administered different occasions by different people. The concern is how
much we can depend on the results that a test produces or in other words,
can the results be produced consistently. Yet, the test reliability can be
categorized into the following:

a- The consistency of the items of the test:
According to Madsen (1983), it is necessary to try to ensure that
relevant sub-tests are internally consistent in the sense that all items in a
sub-tests are judged to be measuring the same attribute. For the items of
the test to be consistent with that test, they should measure what the
whole test, is supposed to measure.
The consistency of the test items can be computed statistically, by
using the split-half technique. The test items are divided into two groups,
for example odd number and even number. The scores of the examinees
from the two halves of the test can be used for calculating the correlation.
If the scores, of the two groups, show a significant correlation, the test
items, in this case, we consider it to be consistent.
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b-

The

consistency of the scoring:

Every time, the test is operated, it should yield consistent results.
The low achievers, in one occasion, should be the low achievers on the
other one. It is established by correlating the scores obtained by
candidates from the different test markers or ratters.
LadO (1964), thinks a test is reliable if the scores obtained with it are
steady. Yet, for scores obtained from any test to be steady, there should be
some kind of criteria for the test markers to base their evaluation and
grading on. Weir says,
"The concern of the tester, is how to enhance the agreement
between markers by establishing and maintaining adherence to
explicit guidelines for the conduct of this marking. The criteria
of assessment need to be established and agreed upon before
the scoring process" (1987 ,p. 34 ).
It can be calculated statistically. The test/ re-test method can be
used where the correlation between the scores of the testees in the two
occasions can be computed.
The test is claimed to be valid, if the
correlation value is significant enough.

Test reliability can be measured by a correlation between the scores
of the same set of students on two consecutive administrations of the test.
Reliability is also
This is known as the re-testing coefficient of reliability.
measured by computing separate scores for two halves of the same test,.
The correlation between the sets of the scores for the two halves of the
test is the coefficient of reliability for one half of the test. By using a
special formula (The Spearman-Brown correction formula). we can
compute from the reliability of the half of a test a close estimation of the
reliability of the entire test.
The degree of reliability of a test is usually given as a correlation.
Perfect reliability would be indicated by a 1.00. This degree of reliability is
not expected on normal tests. A complete lack of reliability would appear
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as .00. A reliability coefficient of .70 might be satisfactorily for a speaking
testy while a full-length paper and pencil test of vocabulary might be
expected to show a reliability coefficient of. 98 or .99.
Yet for practical reasons, the split half method has been used to
check the reliability of the tests included in this study and this formula has
been used

rll =

N
N -1

(l-

m ( N - m ))
NX2

N = the number of the items in the test;
m= the mean score on the test for all the testees
x= the standard deviation of all the testees' scores

s.d.

=

'1 ·~ ~
d

We can use this simple procedure:
1 find out the amount by which each score deviates from the mean(d);
2 Square each result (d2);
3 total all the results ( .. d2);
4- divide the total r,2 by the number of the testees; and find the square
root of this result (Heaton,1975, p.170)
Though reliability in language tests may be difficult to achieve, with
well stated scoring criteria, it can be achieved. It may be easier if a test is
a discrete-point one but in case of communicative tests, reliability requires
well designed test and scoring criteria. Davies says that,
" Reliability is the first essential for any test; but for certain
kinds of language tests may be very difficult to achieve."(1988,
p. 14)
There is what is sometimes called reliability-validity tension. This
tension exists in the sense that it is sometimes essential to sacrifice a
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degree of reliability, in order to enhance validity. Yet, a test can only be
valid if it is also reliable. However, the two concepts are, in certain
circumstances, mutually exclusive, but if a choice has to be made, validity
after all, is the most important. Weir (1987 ,p. 35) states that,
If however, validity is lost to increase reliability, we finish up
with a test, which is a reliable measure of something other than
we wish to measure.
If a test designer tries to achieve a high value of reliability, it may
endanger the validity of his/her test. Hawkey argues ,

"Reliability of a test can not be ignored without a harmful
affect on the validity of the instrument. But it is likely that if
the construct validity of a communicative test is to be ensured,
the reliability question is going to have to be accepted, as
subordinate, though it is worked hard by the item analysis and
correctional operations" .(1977, p. 149)
Rea ( 1992) argues that because assessing language from a
communicative perspective, can not automatically claim high standards of
reliability, to the same extent that discrete-items tests are able to. Yet,
this should not be accepted as a justification for continued reliance to align
on highly reliable measures which have very suspect validity. It is more
sensible to align with Morrow who argues,
" Reliability, while clearly important, will be subordinate to
face validity. Superiors objectivity will, no longer be a
prime."(1986, p. 151)
Read

shares Rea his view saying that

"Subjective judgment are indispensable if we are to develop
testing procedures that reflect our current understanding of
the nature of the language proficiency and our contemporary
goals in language teaching."(1986 a,p. xx 1)
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Moller (1982) adopts a similar approach when he claims that
although reliability is something, we should always try to achieve in our
tests, it may not be always the prime consideration. He mentions that tests
of communicative use, may quite properly exhibit lower reliability without
adversely affecting the overall validity of the test.
Thus, we can conclude that the criteria set, m the general
assessment category, includes 13 items and in its test efficiency criteria,
includes 4 items. It is also, important to stress the point that the judgment
of the professors of the ESL department and the evaluation department
and the EFL and ESL teachers, involved in the questionnaires processes,
have been used as a basis for the selection of the item and its inclusion m
the set, in its two categories. Only the items that can be used for the
evaluation purposes in the present study have been included.
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Chapter.4
Analysis and Evaluation
For the purposes of the present study, both the assessment
process, and the secondary school certificate English exams, have
been subjected to a complete analysis and evaluation, on the basis of
the criteria, set in chapter.3. The objective, behind this, is just to
reveal points of strength and weakness in the assessment process
and its main tool, and to suggest the right interventions.
It is important to note that the general secondary school
certificate is looked upon, in the present study, as an achievement
test. It is designed to show mastery of a particular syllabus (e.g. the
syllabus, taught in the third year or the final phase of the general
secondary education certificate English program). The exam is
generally assumed to be based on that syllabus and it is supposed to
measure what has been taught for a particular population of the
students. Also, because of its administration that occurs at the end
of the school year, after finishing the syllabus taught in this respect,
the achievement nature of this exam is emphasized. Thus, this exam
is essentially and basically an achievement test.
Yet, being achievement tests does not undermine the fact that
these tests can be used as proficiency or aptitude tests. The
assumption, according to Madsen (1983). is that the three language
learning variables (i.e. achievement, performance and aptitude)
correlate positively with each other. But, because of the
surroundings of these exams and their operation, measuring the
students' proficiency or aptitude, in EFL skills, is often a subordinate
secondary function. The reason is that neither the proficiency tests
nor the aptitude tests are based on the content of a syllabus taught.
They are not administered at the end of the teaching program
either. An achievement test, according to Lado (1964) and Heaton
(1975) can be used for measuring of the testee' s proficiency and
aptitude because of the correlation among the three language
variables.
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Moreover, using the general secondary school certificate
English exams for the purpose of classifying and the selecting
students, passing these exams, for further training or higher
education, is not against the fact that these exams are mainly
achievement tests. The reason is that, the student' s performance, on
an achievement test can be an indicator of his or her performance rn
a certain subject area or training because the student' s value in an
achievement test, can be, in case of valid tests, a prediction of his or
her performance in a further study. Yet, basing these exams on the
syllabus, taught in the final phase of the general secondary school
and administering them at the end of the syllabus, taught, indicate
the achievement structure of these exams.

4.1.The

assessment

process

Analysis:

A. The Secondary School Certificate English Exams: Skills
and Formats:
The focus of the general secondary school certificate English
exams, is on measuring both the student' s reading comprehension
and his or her writing skills. Also, these exams include specific
sections for measuring the student' s language sub-skills, i.e.,
vocabulary and structure. In addition to the skills and sub-skills
measured, there is a section for measuring the testee' s skill in
translation
Moreover, there is a specific part for evaluating the
student' s academic competence, i.e., using English for specific
purposes ("the novel" for the art students and "study for science" for
math and science students, where English is used as a means to get
the content or the information included.).
Measuring the student' s reading and wntrng skills directly can
be based on the assumption that the student' s language competence
should be evaluated from a communicative perspective. This
assumption emphasizes the integration of the language items in any
communicative act. Also, the translation formats and the extensive
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reading formats (i.e. the novel for the art student and study for the
science and math students) can be direct measures for evaluating the
student' s language literacy skills.
Moreover, measuring the student' s competence in the language
sub-skills (e.g. vocabulary and structure) can be used as indirect
approaches for measuring his or her literacy skills. The assumption is
that these sub-skills are the components of the communicative skills.
It is, also, assumed that the student who does well on the sub-skills
assessment can do equally well on the communicative ones. Thus,
the communicative skills are viewed as an accumulation of sub-skills.
In the discrete point formats, used for measuring the
language sub-skills, some items are set for measuring the lexical
items while others are set for the structural ones. Each item, in the
lexical and structural formats, is intended to measure one language
item a time. However, there is no specific philosophy for deciding
the numbers of items, arranged for the lexical items or the structural
ones. Thus, on some exams, we have more lexical items than
structural ones while on others, the structural items excel the lexical
ones.
The general secondary school certificate English exam, include
the following skills and sub-skills:

1. a. Writing:
The Secondary Education Certificate English Exams focus on
measuring student' s skill in expressing his/herself using the graphic
letter of the target language. Two different approaches, for assessing
the student' s writing, are used on the G .S.E.C.E . First, writing can be
divided into discrete points, e.g., grammar, vocabulary that can be
tested separately by the use of objective formats. Secondly, more
extended writing tasks of various types could be constructed. These
tasks are more direct and integrative test approaches. Yet, the

143

dominant approach used, specifically, rn these exams is the latter, i.e.,
the direct one.
In the direct wntmg formats,

students' writing skill is

measured by asking him or her to do certain writing tasks.

The

tasks, given in this respect, are often writing a guided paragraph or a
letter. In the past, the student used to do both tasks

But since 1992,

the student has had to do one option only, either writing a guided a
paragraph or a letter, depending on the construction of the exam.
Table no. 1

shows the change has been made in this respect:

No

Year

Writing Task

1

1989

a- paragraph
b- letter

2

1990

a-

paragraph

b- letter
3

1991

a-

paragraph

b- letter

4

1992

-

paragraph

5

1993

-

paragraph

However, in the indirect wntmg formats, student' s wntmg and
reading skills are measured indirectly through his/her performance
in vocabulary and structure formats.
For measuring student' s
language competence m vocabulary and grammar, the multiple
choices

b.
a-

and

supply or fill in formats are the dominant formats.

Writing assessment
Guided paragraph:

Approaches:

The testee is usually asked to write some lines (on a given topic
or subject ) in a form of a paragraph. Guiding ideas are given to the
testee to guide student in the writing process .
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Also, the testee can

expand these guiding ideas to develop or organize his or her
paragraph in an effective way. The guiding ideas are given in a form
of written phrases so that the testee can center his or her writing
around them.
Table no. 2
last five years:

shows the writing paragraph formats, used in the

Year Paragraph
1989 Write a paragraph of about five lines on the
following ...
(expanding the ideas, given)
1990 Write a paragraph of five lines on .... expanding the
ideas given
1991 Write a paragraph of eight lines on ... covering the
ideas given
1992 Write a paragraph of not less than 10 lines on:
(some ideas suggested for the testee)
1993 Write a paragraph of not less than 10 lines on .....
(Some ideas are suggested for guiding the testee' s
writing)

No
1

2
3
4
5

The topics of these paragraphs are usually related to the
student' s real life, like tourism in Egypt, how to make our school
better, etc. They are assumed to be of interest to the testee. They
are, also, centered around the student' s life and his awareness of the
important role, he or she can play in developing his/her country.
Table no. 3
last five years:

shows the topics used for the writing tasks in the

No

Year

1
2

1989
1990
1991
1992
1993

3
4
5

Writing Topic
Tourism in Egypt
Changes in Egypt
A place the testee likes
Modern technology hazards
Making our schools better
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The length of the paragraph designed, ranges from five to ten
lines. Before 1990, testee used to be asked to write about five lines;
then, in 1991, lines required mounted to eight lines. Since 1992,
testee has had to write ten lines on the given topic. Yet, it is up to
student to decide the number of words and the styles in his/her
writing and the way, he or she develops the writing act.
Table no. 4

the lengths required in the last five years:

Year
1989

Length
5
5

3
4

1990
1991
1992

5

1993

10

No
1
2

b.

shows

8

10

Letter Writing:

Letter writing is another direct assessment approach, used on
some of our certificate English exams, in the last five years.
Sometimes, testee is asked to write a letter to someone or a reply to
a letter, sent from someone else. The reply type is the most common
letter writing task, over the last five years, when testee has been
given the option of performing this task on the exam.
The purposes, for writing letters in the two cases (i.e. initiation
or reply), are assumed to appeal to the testees' interests.
Congratulations, apologies, invitations, giving advice or asking
someone for advice or inquiring about something, etc., are among the
topics, used in this respect.
In the letter writing task, student is asked to write a letter or
a reply for a specific purpose, set for him/her. Some ideas are also
suggested in this respect While in writing the paragraph tasks,
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student is directly asked to write a paragraph of a certain number of
lines on a certain subject, using the ideas given, as a kind of guide in
this process, there is no specific obligatory number of lines for the
student to write.
Table no. 5 shows the purposes and the test formats, used for
letter writing tasks in the last five years.
No

1

2

3

4
5

Letter Topic
1989 A reply to a letter, the student
received from his friend asking
him or some information about
the faculty he has joined.
1990 A reply to a letter the student
received from his or her friend
asking him how to spend his
summer vacation i.e. a place
suggested for the holiday
1991 A reply to a letter, the student
received from a friend who is
asking for his or her advice on
buying a car i.e. g1vmg a consult
or advice about cars

Letter Kind
- reply

1992 - - - 1993 - - - - -

Year

-

reply

-

reply

--

-

- - -

2. a. Functions
This part of the general secondary school certificate English
exam is set to measure the testee' s skill in using the target language
for functional purposes. The testee' s skill in using the language in a
communicative way, is usually assessed, by determining, his/her
performance on the functional parts. These functional parts are
devoted to stressing the importance of the usage of the language in
an effective way.
The two approaches, used, are the dialogue format and the
situation or the mini- dialogues ones. In both cases, testee has to
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respond to the situation writing the deleted parts of the dialogue or
mini-dialogue (depending on his/her competence in EFL) in a
communicative way. There are about six deleted parts in the
dialogue and four deleted parts in the mini-dialogue for the testee to
fill.
In some exams like the I 990 exam, the functions section is
referred to as a speaking section. The assumption is that the student'
s performance on the various test formats, included in this part of
the test, are direct approaches for assessing the student' s speaking
skill. Thus, we can conclude that measuring student' s language
competency in using the language functions is limited to nine or ten
deleted parts on our English exam.
Because of the inclusion of the functional sections. it is claimed
that student' s speaking skill is evaluated. Yet, one wonders how the
oral activity, like the speaking act, can be measured in writing.
Student' s writing skill is expected to have its impact on the student'
s performance in the test.
Also, the nature of the speaking act is
quite different from that of the writing act in the fact that in the
former, the sound system can determine the message, conveyed,
while in the latter, the graphic letters can be the determiner. Also,
the printed letter can be the indication of the writing skill, while the
sound system or the oral or spoken item is the means of expression
m the second case.
b.

Function

a-

Dialogues:

A pp roaches:

The topics, used for the dialogue tasks, are assumed to put the
student in life like situations, where he/she can use the language
communicatively, i.e. sending or receiving a message. Sometimes, the
dialogue centers around a shopping experience or any everyday life
situation like talking about one' s favorite hobby or favorite radio or
TV program.
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The functions, required for completing the deleted parts of the
dialogue, are those needed by the student to express him/herself in
life situations in the target language. Measuring the testee' s skill in
using the target language functionally is the focus on these formats.
For example, making requests, or inquiries about someone or
something or showing expression of agreement or disagreement or
stating the likes and the dislikes, are among the functions focused on,
on these exams.
Table no. 6 shows the topics and the functions used in the
dialogue approach, in the last five years.
No
1

2

3

4

Functions required
1-(B): request
2-(A): inquiry about impression
3-(B): inquiry about price
4-(B): getting the situation
5-(A): inquiry about impression
6-(B ): agreement
1990 - Borrowing money 1-(A): request
2-(A): interpretation
(from a brother)
3-(B)
inquiry
4-(A): explaining
5-(B): inquiry
6-(B): replying to a request
1-(B): inquiry about smoking in
1991 - Misbehaviors
a "No Smoking " area.
2-(B): interpretation
3-(B ): request
4-(B ): suggestion
5-(B ): Explaining
6-(B): request
1992 -Shopping
1-(A): inquiry about what
Complaint
happened
2-(A): inquiry about washing
3-(A): inquiry about a receipt
4-(A): a polite refusal
5-(A): interpretation
6-(A): showing an excuse.

Year Dialogue Topic
1989 - Shopping
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Table .6 (Cont.)
1-(A): inquiry about the duration
1993 - Booking a room
in a hotel
stay
2-(A): inquiry about the kind of
the room
3-(A): asking for personnel
information
4- (B): inquiry about the price
5-(B): inquiry about the inclusion
of everything in the price
6-(B): inquiry about the location
of the hotel

5

b.

Mini-

dialogues:

The testee' s performance, in using the language functions, is
also assessed in the function or the mini- dialogue component. Since
1991, the testee has had to use language functions, in order to
supply four deleted parts of two or more mini-dialogues, set for this
purpose. Before that, the testee used to be asked to respond to
certain language situation performed in the target language.
Like the dialogues approach, the student has to use the target
language to express himself or herself in a communicative way. He
or she is asked to use the target language for purposes or functions
such as, offering or making requests , apologizing or showing a
surprise, making invitations, refusing politely , asking for
forgiveness, etc.
Table no. 7

shows the functions required m the last five years.

No Year Approach Used
1
1989 Situations for the
testee to respond
to
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Functions Required
-giving advice
-asking for permission
- an apology
- a polite refusal

2

3

4

5

c

Table . 7 (Cont.)
- suggestion
1990 Situations
- an excuse
- a polite refusal
- an agreement
- offering help
1991 Mini- dialogue
- suggestion
- apologize
- forgiveness
- polite refusal
1992 Mini- dialogue
- asking for direction
- polite request
- agreement
- polite refusal
1993 Mini- dialogue
- request
- congratulation
- thanking someone

Function

Assessment Formats:

Testee is usually asked to read the dialogue or the minidialogue and supply the deleted parts in this respect. The testee has
to read the dialogue, as a whole, to get the main idea, as well as
reading the parts before and after the deleted part, to supply to the
specific information needed. Yet, in the mini- dialogues part, t the
testee is asked directly to perform a certain language behavior
according to the instructions given in brackets to supply the deleted
part..
Table no. 8 shows the test formats, used in the last five years
in the Secondary Certificate English Exam, for assessing the student' s
performance in both the dialogue and the mini- dialogue approach
No
1

2

Year Functions
1989 a- Write the missing part in the given dialogue
b- what would you say when ..... ?
1990 a- Write the missing parts in the given dialogue:
b- What would you say when ....... ?

I5I

Items No.

6
4
6
4

3
4
5

3.a

ab1992 ab1993 ab1991

Reading

Write the
Complete
Write the
Complete
write the
Complete

Table no. 8 (Cont.)
m1ssmg parts in the given dialogue:
the following short dialogues:
missing parts in the given dialogue:
the given mini- dialogue
missing part in the given dialogue:
the mini- dialogues given

6
4
6
4
6
4

Comprehension:

It is a student' s skill in perceiving a written text and
understand its content. A student is usually given between two or
three passages to read silently and get the message conveyed.
Understanding the content of the reading passage is usually referred
to as reading comprehension. A student has to recall the information
that is implied or explicit in the passage being read.

b.

Reading

Comprehension

Approaches:

To assess the testee' s reading comprehension skill, reading
comprehension passages followed by comprehension questions are
used in this respect. The number of the passages ranges from two to
three. The first passage is usually followed by open-ended
questions, while the multiple choice formats are used with the other
passages. Also, the number of the questions following the
comprehension passage ranges from four to ten questions.
The passages are supposed to be unseen to the testee, since
they are not included in the textbooks, taught in the EFL program.
Yet, the topics of these comprehension passages are related to the
students' real lives, so that they can be of interest to the students.
They usually deal with issues of general appeal to the students and
their communities, such as food, over-population, traffic problems,
book fairs and so on.
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Table no. 9 shows the topics of the comprehension passages in
the last five years exams and the number of the questions used.
No
1

Year
1989

2

1990

3

1991

4

1992

5

1993

Passage Topic
a-Cairo Book Fair
b- Smoking
a- Overpopulation
b- Food Expenses
a- Ideal Holiday
b- Airport Experience
a- Theater Experience
b-Housewives and
Food
c-People and Nature
a-Dreams
b-Wild Animals

Questions Numbers
4
10
4
10
4
10
2
3
5
5

5

The comprehension passages are varied in length. So, the
number of paragraphs, in these passages, ranges from one to four
while the lines range from nine to twenty-one . Also the words
number in the comprehension passage, ranges from sixty five to one
hundred and eighty words
Table no. 10 shows the comprehension passage approaches
and their lengths, used in the Secondary Education Certificate English
Exam, in the last five years and their lengths:
No
1

Year
1989

2

1990

3

1991

4

1992

5

1993

Formats
a-subjective
b- obiective
a- subjective
b- objective
a- subjective
b- objective
a-subjective
b- objective
c- objective
a-subjective
b- obiective

Paragraphs
4
4
3

5
3
3
3
1
3
3
3
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Lines
21
21
26
19
21
26
23
9
17
23
18

Words
150
150
18 1
106
150
180
160
65
120
160
130

3.c

Reading

Comprehension

Assessment

Formats:

The testee is usually asked to read the comprehension passage
given and answer the questions that follow it. The testee is asked to
avoid merely copying from the text, and use his own words, on the
subjective passages. To avoid the testee' s guessing having an impact
on the assessment process, the multiple choice options have been
increased to four options instead of three since 1992.
Table no. 11 shows the formats used for assessing the student'
s reading comprehension and the type of the questions, used in this
respect:

NO Year
1

2

3

4

5

1989

1990

1991

1992

1993

Formats Used
a-Read the passage and answer
the questions below
b- Read the passage and choose
the right answer
a- Read the passage and answer
the questions below
b- Read the passage and choose
the right answer
a- Read the passage and answer
the questions below:
b- Read the passage and choose
the right answer
a- Read the passage and answer
the questions below:
b- Read the passage and choose
the right answer:
c- Read the passage and choose
the right answer.
a- Read the passage and answer
the questions below:
b- Read the passage and choose
the right answer:
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Types of Questions
-Wh- questions
- Three options for
choice
-Wh- questions
- Three options for
choice
- Wh- questions
- Three options to
for choice
- Wh- questions
Four options for
choice
- Four options for
choice
- Wh- questions
-

- Four options for
choice

languages. For the student to translate from the target language into
the native language, he/she must be aware of the points of
differences in the structure, in addition to the lexical items of the two
languages. Consequently, the student encounters the points of
conflict that can arise from the overlap between the two languages.
The topics used for translation purposes in our exams are
usually related to our present lives and the up to-date issues.
Testees, who follow the mass media news and current events, will
find the context of the translation items. The topics, included, are
exciting as they are based on the students' real lives.
The passage, to be translated from English into Arabic, is
usually
composed of one or more paragraphs, of four to five lines
and of thirty to thirty-five words. The number of the passages
translated from Arabic to English, usually ranges from one to two
separate sentences. Each sentence is usually of one to one and a half
lines and the numbers of the words included ranges from eight to
fifteen.
Table no. 13 shows the topics, and the length of the passages
to be translated from English to Arabic and vice versa in the last five
years in the Secondary School Certificate English Exams, in the last
five years.
No Year
1
1989

2

1990

Topic
a-Arab market
b- Over-population
c- Sinai in future

Language Length
a- English 5

b- Arabic I
c- Arabic 1
a- Sources of national a- English 5
income
b- Libraries for
b- Arabic 1
Children
c- Arabs Co-opera ti on c- Arabic I
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Words
35

8
10
35

8
8

3

1991

4

1992

5

1993

Table no. 13 (Cont.)
a- Education
a- English
b- Wars
b- Arabic
c- Natural resources
c- Arabic
a- Childhood
a- English
b- Planning
b- Arabic
a-Food
a- English
b-The cultural
b- Arabic
movement in Egypt

5
1
1. 5
4
1.5
4
2

35
8
14
30
15
30
16

5. a. Extensive Reading:
This component is meant to measure the testee' s skill in using
the language, as a means, of getting the message of the content being
read. The interest in this case, is in measuring the student' s
academic competence in using the target language, taught. This
component can measure the testee' s independent character, in using
reading as a means to get information, in addition to measuring the
knowledge of the vocabulary and grammar items in what has been
read.
The "Novel" for art students and "Study for science" for the
math and science students are used for developing the student' s
skill in using the target language to develop his or her academic
competence. The emphasis in both teaching the novel and study for
science, is on developing the student' s skill in using the language as
a means to get information. Consequently, the test items for both of
them are supposed to measure the testee' s skill in getting the
content read. The interest of the tests formats, devoted to this
purpose, is in measuring the content, the student has gotten from
syllabus taught.

b. Extensive Reading Test Approaches:
a- The Novel:
Two approaches are used for measuring the testee' s skill in
getting the content of the novel which has been taught. These are the
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open-ended questions and the completion questions formats. The
latter format has been changed into the 'Comment on' format since
1992. In both formats, the student has to use the content, he or she
has gotten from the extensive reading texts to answer the questions
included.

1.

Open-ended

questions:

The number of the questions used in this formats ranges from
two to five questions. They are usually high order thinking questions.
They often measure the testee' s judgment and impressions of what
has been read.

2.

The

Completion

questions:

These are incomplete statements for the student to read and
complete, using the content he or she has got from the novel, taught.
The focus is on measuring the testee' s understanding of the main
events of the novel he/she has read. For the testee to complete them
successfully, he or she must be aware of both the content of the
novel and the grammatical point, included in this format.

3. Comment on:
Because some students have been found abandoning the
original text, taught for more interest in market books for the
summaries they present, the completion format has been replaced by
the "Comment on" format since 1992. The aim is to encourage the
student read the simplified original text taught for better language
competence.
The testee is asked to comment on two quotations, set for this
purpose. The testee has to mention, who said the quotation, to whom
it was said, when it was said and its significance. The quotation,
presented, is supposed to help the student remember the context, in
which it was said.
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b- Study For Science:
I. Multiple Choice:
The testee is given a number of incomplete statements that
range from eight to ten The testee is asked to complete them from,
either the options available between brackets in each statement or
from a list of options given for the statements altogether. For the
testee to do well with this format, he or she has to use the content
gained, while studying the book, designed for this purpose. as well as
the grammatical point included in the stem.

2.

Completion:

In this format, the student is presented with a number of
incomplete statements to fill in with the right word. The testee has
to fill in or complete about ten statements in this respect. Again the
testee has to use the knowledge, gained from the book taught, for
this purpose in order to do the tasks required in this format.
The testee has to remember the content of the syllabus, taught in
the EFL program to do well in this format.

3. Filling

blanks in a table or in a passage:

In 1992, a change was made in the test format according to
which the completion format was replaced with a format for filling m
the blank spaces in a passage or a table presented. The testee is
usually presented either with a table or a passage with some blank
spaces to fill. If the table has the blank spaces, the passage, used, is
complete so that the testee can use the information in the passage for
filling the blank spaces in the table. In the case of the passage with
blank spaces, the testee is given a complete table or diagrams to use
the data, included, in filling the blank spaces in the passage.
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Table no. 13 shows the test formats, and the number of the
questions, used for the extensive reading in the last five years.
No Year

1

1989

2

1990

3

1991

4

1992

5

1993

Novel
a- Wh- questions
b- Completion
a-Wh- questions
b- Completion
a- Wh- questions
b- Completion
a- Comment on
quotations
b- Wh- questions
a- Wh- questions
b- comments on
quotations

Numbers
5
5
5
5
4
4

2
2
4

2

Study
a-M ul tip le- choice
b- Completion
a- Multiple- Choice
b- Completion
a- Multiple- Choice
b- Completion
a- Filling a table

Numbers
16
4

I2
8
8
8
4

b- multiple- Choice 8
a-Filling a table
5
10
Multiplechoice
b-

B. Sub-skills measured on the G.S.S.C.E.E.:
Vocabulary

and

structure

The purpose of testing vocabulary is to measure the testee' s
competence in the comprehension and production of the lexical and
the structural items, used in the EFL exam, as an indicator of the
testee' s general competence in this respect. If the testee is just
asked to choose the answer from the given options, the interest is 111
the testee' s recognition and comprehension of the language items
tested, while the testee' s production of the language item can be
assessed when he or she is asked to supply that item.
In testing the lexical items, the emphasis is on those items
found in the' Special Difficulty' parts at the end of every teaching
unit. On the other hand, the focus, in case of the tests of grammar, is
on measuring the testee' s proficiency in matters such as word order,
use of negative, question forms, and other grammatical items of the
language.
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a. Lexical and

Structural Approaches

There are different
vocabulary and grammar,
completion with multiple
sentences given, filling in
as shown in brackets.

Approaches for testing the student' s
in EFL. These approaches have included,
choice, supplying missing words in
missing words in a cloze passage, and doing

These formats can be used for assessing the student' s lexical
items as well as his/her grammatical items, in EFL. Both the lexical
items and the grammatical items can be assessed in any of the above
mentioned formats. No specific test format has been used for any of
the language sub-skills specifically. Yet, analysis of the formats,
used, shows that "Do as shown in brackets' format is used mainly for
testing grammar while the "Insert the right word chosen format" is
based on testing the lexical items. Also, most of the items required
for the "Cloze" format are structural and most of the items included
rn the "Multiple choice" formats are lexical.
Yet, the distribution of the items included in these approaches
between the structural items and the lexical one varies. In some
cases, we have more structural items than the lexical ones and in
other cases the lexical items are the dominant ones. There are no
specific rules or criteria for portions of both the lexical and the
grammatical items on these exams.
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Table no. 12 shows the formats, used for assessing the
student's competence, in both the lexical items and the grammatical
items in the last five years in the Secondary Certificate School Exams.
No
1

2

3

4

5

Year Formats Used
1989 - Multiple- Choice
-Insert the right
words
- Supply the missed
words
- Do as shown in
brackets:
- Cloze passage
1990 - Multiple- Choice
- Insert the right
words
-Supply the missed
words
- Do as shown m
brackets
- Cloze Test
1991 - Multiple- Choice
- Insert the right
words
- Supply the missing
words
- Do as shown in
brackets
-Cloze passage
1992 - Multiple - Choice
-Supply the right
words
- Do as shown in
brackets
1993 - Multiple- Choice
- Do as shown in
brackets
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Vocabulary
6
6

Structure
2

5

1

1

9

4
5

10

4
1

6

-

1

9

4
4
6

6
4

6

-

-

5

-

11
2

4
5
2

-

5

8
-

12

-

-

5

b. Lexical and Structural Assessment Formats:
1. Multiple Choice Formats:
The most commonly-used multiple choice format , is the
incomplete statement type with a choice of three or four options. The
options are written in brackets aside so as not to interfere with the
meaning of the sentence. The testee. in this format, is presented
with a question followed with three or four possible answers, from
which the appropriate option must be selected. The first part, of the
multiple choice item, is known as the stem and it is usually an
incomplete statement. The different possible answers are called
options. The options usually contain one correct answer and the
wrong answers or distractors.

2.

Completion

items:

Completion formats measure production rather than
recognition. Student has to recall the language item, rather than
choose it to complete the sentence given. The completion, required,
may be a preposition, or one word, or a phrase or a subordinate
clause. Thus, this format is similar in many ways to the open-ended
questions in tests of reading comprehension and extensive reading
sections.
In some completion formats, a testee is given a list of words or
option to choose among them the right option required. The only
slight difference between the multiple choice formats and the insert
or completion formats with lists of words, in this case, is that in the
case of the multiple choice formats, the number of the options for
each item, can be three or four, while in the insertion or completion
formats, there are more options given.
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a. Cloze Passages:
A cloze passage consists of one paragraph or more, and it is
centered around a certain subject. Some words in the passage are
deleted and the testee is asked to supply or fill in the missing words.
The task is to replace the deleted words. The term "Cloze" is derived
from Gestalt psychology, and it relates to the apparent ability of
individuals to complete the patterns once they have grasped the
structure of the pattern.
In well constructed passages, only one option is required and
the student is asked to supply it. Sometimes, the correct option,
required, can be one lexical or structural item such as an article, a
preposition and so on, or phrase. Yet, in most cases, the student is
asked to fill the blank space with just one item, whether it is a word,
or a preposition or an article.
The deletion of some words of the passage, set for this purpose,
follows certain rules so that the general meaning of the passage can
be grasped by the student. In most cases the first two or three
sentences remain without deletion to help the student in this process.
The Cloze format is quite different from the "Insert Format", as in the
former the student uses his or her comprehension of the whole
passage, while in the latter, the testee is just asked to comprehend
the isolated sentence.

b. Do as shown formats:
This format is a group of five to ten sentences each one of
which is followed by brackets in which the instructions show the
testee what changes to make in the sentence set. The most common
type is the conversion, where the student is asked to change the
sentence from active into passive, or from direct to indirect or from
complex to simple or from a clause to a phrase and vice versa. Also,
a second type of "Do as shown" is the correction type , where the
student is asked to correct the tense of a certain verb, depending on
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the sentence structure. A third type is the completion type, in which
the student is asked to complete a sentence using a certain structure.
Besides, in some cases, the student is asked to insert the right
preposition, if there is a filling format type used there.
This format is more common in assessing the student' s
competence, in grammar in EFL, than in assessing lexical items. Yet,
in some cases, lexical items are included in this formats. It is also,
important to note that the structural items, included in this format
are not intended to measure the student' s memorization of the rules,
but rather using them. In all the cases, the student finds a problem
to solve, using his or her knowledge of the grammatical point, taught.
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C. Marking the student' s answers:
Analyzing the assessment process represented by the G.S.E.C.E.
being the only tool used in this process, leads us to analyzing the
scoring or the marking process The purpose from analyzing the
scoring act is to see how student' s performances in the test
components are evaluated. The question arises: 'Do the marking acts
go in accordance with what these exam claim to measure?', or 'Are
the criteria used for the marking purposes based on discrete point
assumptions or integrated and communicative assumptions?'
Analyzing the scoring act of students' answer sheets in the
G.S.E.C.E.E leads us to realize that the analytical approach is the
dominant one in the marking process of students' performance. In all
the formats used on these exams, student' s performance is broken
into bits of grammar and vocabulary. Part of the mark awarded goes
for a correct syntax and the other part goes to the spelling of the
lexical item, written. In a very few cases especially in the directs
formats used for measuring student' s reading and writing skills, part
of the mark, given, goes to the content or the meaning of what
student has written.
Though the student' s language skills, i.e. reading and writing,
are measured communicatively, yet in the marking action, the
analytical approach, in marking , is often used. Accordingly, the
student' s performance is analyzed to simple bits of grammar and
vocabulary, so that it can be easy for the ratter to count the mark
awarded. Thus, student' s performance in this respect, is viewed as
an accumulation of discrete points. The holistic approach is rarely
used in this respect though it is more communicative than the
analytical one.
However, using the analytical approach in evaluating the
student' s performance, acts against the communicative perspective
that assumes that the mark, awarded, should be based on the
meaning, the student is to convey in his or her message as a whole.
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No attention is paid to the total meaning of student' s performance
while marking his/her answer sheet. Thus, student' s communicative
competence is ignored.
Language accuracy is preferred to language communicative
competence. The focal point in evaluating the student' s responses
in the general secondary school certificate English exam is the bits of
grammar or vocabulary, included in the answer. The student' s
mistakes in grammar and spelling are the main interest, while the
general meaning of the student' s message is of a secondary or a
minor importance.
Because, the analytical approach is preferred to the holistic one
what is intended to be communicative assessment approaches on the
general secondary school certificate English exams, like reading and
writing, is actually a discrete point approach. Despite the fact that
most of the test formats are communicative, the discrete point
approach is dominant..
This table no. 14 shows the distribution of the marks of the
student' s answers over the last five years.
No.
I

Year
1989

2

1990

Skills & Sub skills
1- Language Functions
Reading comprehension
3- Writing
4- Translation
4- Vocabulary & Structure
5- Novel/
Study
I-Writing
2- Spoken English
3- Reading Comprehension
4- Translation
5- Vocabulary
6- Novel/
Study

167

Items
I0
10
5
5
25
4
12
10
I0
I0
5
40
10
12

Score
7
5
5
5
I7
I0
10
10
7
I0
5
23
10
I0

3

1991

4

1992

5

1993

Table no.14 (Cont.)
I -Writing
2- Spoken English
3- Translation
4- Reading Comprehension
5- Vocabulary & Structure
6- Novel/
Study
I-Writing
2- Spoken English
3- Translation
4- Reading Comprehension
5- Vocabulary & Structure
6- Novel/
Study
I-Writing
2- Spoken English
3- Translation
4- Reading Comprehension
5- Vocabulary & Structure
6- Novel/
Study

I0
10
5
14
29
8
I2
10
10
5
10
25
4
12
10
10
5
10
25
6
I5

I0
7
5
I0
I9
8
8
5
7
5
10
17
8
8
5
7
3
10
I5
10
10

D. The general secondary school certificate English exams
and the assessment process:
Since the assessment process depends solely on the general
secondary school certificate English exams, no other assessment tool,
like the student' s participation in the classroom activities, or teacher
made tests, or the tasks the student does in the EFL class, or his or
her homework or journal is put into consideration while evaluating
the student' s language competence in the general secondary school
certificate.
Consequently, the student' s participation in the
classroom as well other classroom activities is disregarded in this
respect.

It is important to mention that the general secondary school
certificate English exam is, usually, administered once a year, at the
end of the second phase of the secondary school, just after finishing
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the EFL program. The only and the basic function of these exams is to
sort out the students and classify them for the purpose of further
educational programs.
This exam is also looked upon in its construction as a high
policy affair. It is necessary for the person in charge of constructing
this exam to have a high grade of language, rather than pedagogic
competence. It is common to find an exam constructor with Ph.D. in
linguistics with no EFL teaching experience. What is most important
is that such person should have a high language competence and the
pedagogic competence is disregarded. EFL teachers and supervisors
are kept away from taking part in this process. Thus, the only
criterion used for nominating a person to construct such exam is
his/her language competence.
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4.b. 2 Evaluation:

One: The teaching process and the assessment process are
separated, in our EFL programs:
The assessment process, in our EFL programs, is usually done at
the end of the EFL teaching program, in the secondary school
education. Thus, the student' s language competence is evaluated by
his/her performances on just one measure, i.e., his or her
performance in the Secondary School Education Certificate Exam. This
exam is the only occasion where the student' s language competence
is evaluated. No other tests, or assessment tools, are used in
assessing student' s language competence.
The main function of the assessment process is to sort out the
EFL students and classify into those who can pass these exams in
order to recommend them for higher education. Using the data,
yielded from the assessment process for the purpose of evaluating
the effectiveness of our EFL teaching program and all its variables,
included, is disregarded. The teaching process, is looked upon as a
means for preparing the student for the Secondary School Certificate
English Exam. The teaching process is longer an end but merely a
means to an end.
Because of limiting the functions of the assessment process to
the sorting out of the students, the great potentials of the assessment
process are avoided. The greatest and the main task of the
assessment process, is the evaluation of the teaching process
interventions and variables. Sorting out the students is just one of
the minor functions of such a process. The evaluation of the teaching
process is necessary for ensuring its effectiveness in achieving its
stated goals. It is, also, needed for making decision about including
or excluding certain teaching variables.
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There is, also, a gap between what occurs, in the teaching
process and in the assessment process. The teaching activities used
the EFL teaching class are excluded, from the assessment process,
while the syllabus, taught, is the only focus. In the classroom,
students are asked to participate in classroom activities and doing
some tasks, doing homework and journals, yet, in the assessment
process, the content taught is assumed to be the main basis of the
assessment process.
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Moreover, the secondary school education certificate exam, is
not based wholly on the syllabus taught in the final grade. Most of
the language items; the lexical and the grammatical items, taught in
the syllabus taught, in this respect, are not represented in the exam
traits ( See tests evaluation, chapter.4, p.
). Students feel that what
they are taught in the EFL class, is something and what exams
measure, is something else. Thus, it is common to find the students
who do well 111 the classroom, do poorly on the final exams.
Thus, we can conclude that there is no integration between the
teaching process and the assessment process. Also, the assessment
process is ambiguous and not understandable to either the teacher
or the students, because of its exclusion of the teaching activities in
the EFL program.

Two: The assessment process and the use of a variety of
tools:
The only tool, used for this assessment process, is the
secondary school certificate English exam. The other assessment
tools; formal and informal, are not taken into consideration in
evaluating our students' language competencies. Thus, the effective
classroom activities, such as class participation, homework, journals,
doing tasks and so on, are excluded from the assessment process.
The student' s performance, in the teacher-made tests, has been
avoided in this aspect. The EFL teacher' evaluation of his or her
student' language competence, is not put into consideration, either.
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The over reliance on the secondary school education certificate
English exam, in evaluating the student' s language competence, has
led to malfunctioning learning practices. Students, for example, do
not care about the other teaching activities, in spite of their
importance, in the foreign language acquisition process. Students
have devalued these activities, because they do not count on the
exams. Thus, the exam content has become the criterion for
deciding what it is important to learn in EFL programs.
Students are no longer interested, either in listening to class
teacher, or even in sitting silent during the class time. Students do
not care if they listen to the EFL teacher since he/she carries no
weight in the assessment process. The teacher's observation of the
student's performance, in the class, has no bearing on the assessment
process. In many of our schools, especially in the final grades, it is
common to see students making fun of their teachers. Also, the
number of the noise-maker students, in every class, is remarkable
Limiting the assessment process to the secondary school
English exam has resulted in other educational problems, such as the
special tuition and the market books. Some parents cut from the
living expenses to provide their children with the special tuition and
the market books. They both represent great burdens on the
students' parents, yet, students find them necessary for the
summary of the content that they can get from, for the final exams.
In addition, the role of the class teacher has become obsolete since
the student has the alternative multi-sources to get that
information, i.e., the teacher in the special tuition and the market
book. Students who can have this kind of books and tuition, usually
make troubles in the EFL classes, and thus, affecting the less
advantaged students in a negative fashion.
Moreover, students find it is not worthwhile to participate in
EFL class activities, as they are not put into consideration in the
assessment process. EFL teachers, repeatedly, complain of the
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passive behaviors of the students in class. They often draw the
attention of the students to the importance of their participation, m
the EFL activities, to their foreign language acquisition process. Yet,
students assume that the only indicator of any teaching activity is
how directly it is related to the EFL final exams. Thus, the complaints
about students' passive behaviors in the EFL class, are expected to
continue.
Using the student's score on the final exams, as the only
criterion, for the admission process in our higher education system,
has led both parents and students to magnify these exams. For
students to pass these exams, is matter of life or death.
Unconsciously, the assessment process has become a terrifying
process for parents and children. Honestly speaking, both the days
when the examination date and the results are announced, are hard
times in our lives as long as we have children who are involved. I
think that, the most critical moment in our educational career, is the
moment of the announcement of S.S.C.E. results on the radio.
The sense of terror, associated with our exams, is not only
limited to the students and their parents but it extends out to the
teachers as well. Teachers, in our country, are valued, according to
their students' performances, on the final exams. These performances
can be the basis of the yearly competence report for the teacher. To
state that, this report is of an extreme importance to the teacher's
professional career, is to state the obvious. It is this report, that is
put into consideration while promoting the teacher or putting
him/her in the line of those looking forward to the secondment or
working in oil producer countries.
Using the secondary school education certificate exam as the
only assessment tool, negatively affects the student' s performance in
that exam. The tension of the student is assumed to correlate
negatively with his/her performance on the exam. The student can
not do well in the exam because of the state of anxiety he or she is
m. A considerable numbers of students fail on the final exam
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because of this psychological problem. Though they study the
content taught, hard for the exam, they fail passing it. They can be
the victims of our assessment process.
Besides the psychological and financial burdens of using the
S.S.C.E., as the only tool for the assessment process, some pedagogical
fallout has arisen. The syllabi have been narrowed to content that
can be measured on the tests. Thus, the curriculum is narrowed to
cover only those topics on the exam. According to Brown (1988), this
narrowing may endanger the educational process as learners and
teachers ,everywhere work for the exams. Students and teachers
are, usually, interested in what exams focus on.
Therefore, using the Secondary School Certificate Exam, as the
only assessment tool, for evaluating our students, has led to so many
undesirable teaching learning practices and fallout that actually act
against the objectives of our educational philosophy. So we have to
think of other tools; formal and informal, to be used as assessment
tools in addition to the G.S.C.E.E.
Three: The
required.

Assessment

process

lacks

the

continuity

The assessment process, in our EFL programs is not a
continuous one. It usually occurs at the end of the syllabus taught in
the final grade. During the school year, throughout the teaching
process, no assessment is done. The reason behind this, is limiting
the function of the assessment process to evaluating the student' s
language competence, i. e. , the final product of the teaching process.
Also, no assessment is done prior to the EFL teaching program,
rn the final grade for deciding the student' s learning needs and
interests. The students' prior knowledge and interests are not
assessed , in spite of their importance, as constraints on the student'
s learning process. The student' s prior language items, vocabulary
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and grammar are not assessed though they make an impact on the
student' s learning process.
Moreover, the assessment process does not occur during the
teaching process. So the use of the data, yielded from the assessment
process, for evaluating the teaching process and suggesting the right
interventions is disregarded. Thus, decision making is not based on a
sound principles. The right decision is not made at the right time and
many of the decisions are made haphazardly.
In addition to this, the data, yielded from the assessment

process, at the end of the teaching process, are not taken into
consideration in the reteaching process of the syllabus taught in the
EFL programs. Neither the assessment tool nor the data yielded, are
subjected to careful studies for deciding their effectiveness in the
EFL programs. Educators can deduce, from these data, important
effectiveness indications and suggest right interventions from these
data.
The focal point in the assessment process, is the final product
of the student. The assessment process, in our EFL program, does not
measure the ongoing learning progress of the student. Thus, we do
not monitor the student' s progress in the teaching process. In fact,
limiting the assessment process to one occasion can be against the
developmental nature of the teaching process.
Four: Teacher intuition and observation are devalued
assessment process, in our EFL programs:

in the

Teacher' s intuition and observation are excluded from the
assessment process, despite their importance. The importance of the
teacher' s intuition and observation, as assessment tools, springs
from the fact that the teacher is the only person who can watch the
student' s learning progress more than any other person. Thus, the
teacher' s observation and intuition can be an indicator of the
student' s language competence. Yet, the assessment process in our
175

EFL programs ignores the potential of the role of the teacher in the
assessment process.
Consequently, there are learning problems in our EFL
programs. especially in the final grade. The EFL student, for
example, does not care about his or her teacher and the instructions
he or she gives. Moreover, students do not carry out the language
tasks and activities, the teachers ask them to do. They do not even
listen attentively to that teacher. It is common to see, in language
classes in the final grades, students who do not even have their
books with them so that they can use them in the instruction period.
It is not unusual to see students show bad behaviors in class.
Perhaps, there is no faith in the teacher for many reasons.
Some EFL teachers may not be well qualified pedagogically or
academically. Some of them may not perform their teaching duties
well. Some of them sometimes do not follow the etiquette expected
in the profession. Yet, whatever the bad behaviors might be, the
teacher' s role in the teaching and the assessment process can not be
denied. EFL teachers, like many people in the different communities,
are not angels and they have both good and bad among them. For
the teachers with bad behaviors, the regulations should be used and
for the unqualified teachers, the in-service training programs can
help much in this respect.

Five: The Assessment process does not reveal the student'
strengths:

s

Since the only function of the assessment process, in our EFL
program, is just classifying and sorting the students out for the
admission process in the higher education, the revelation of the
student' s strength is ignored. The student. s answer sheet is marked
and graded and the evaluation of the student takes the form of the
score or the mark awarded.
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Administering the exam at the end of the school program does
not give the chance to reveal the students' strengths and use these
strengths for motivating student to learn more. The student does not
have the motivation, in the EFL program, to be more involved in the
teaching process. Student has to wait till the end of the EFL program
and the administration of the assessment process to learn his/her
strengths. Yet, if the assessment process is continuous with the EFL
program, student will be motivated throughout the teaching process
to do better. Consequently, the feedback, that is necessary for
effective language learning, is not found in our EFL programs.
It may be argued that our present assessment process reveals

the student' s strengths in terms of the score every student gets.
Once the results are announced, every student knows his or her
strengths. So the good students will be motivated to do their best m
the coming program. Yet, if the assessment process reveals the
student' s strength during the ongoing program, the student, s
motivation can help him or her much in his or her second language
acquisition.
Revealing the student' s strengths at the end of the teaching
process, limits the possibility of using these strengths for scaffolding
during the teaching process. An effective teaching program, in this
case, can not build on the student, s experiences. Consequently, the
curriculum, planned for the teaching process, can not be based on the
student' s prior knowledge, or his or her interests. Thus, the student
can miss the authenticity that should be included in the syllabus,
taught.

Sixth: The exams, analyzed,
s oral skills:

neglect evaluating the student'

Another bit of fallout is that the foreign language teaching and
learning is now limited to the written aspect of the language.
Literacy skills are overemphasized in the assessment process. All the
test formats used in the G.S.S.C.E.E. are devoted for measuring
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student' s language literacy skills either directly or indirectly. Even,
the formats devoted to measuring student' s competence in using the
target language functions are actually reading and writing formats.
Student' s writing skill is assumed to have its impact on all the
student' s performance even in the function formats that are
claimed to measure student' s speaking skill. Thus, reading and
writing skills, are emphasized at the expense of the oral skills.
Because the students' oral skills are neglected, in the
assessment process, students are no longer, interested in developing
these skills. So, it is common now, to find students who are good, at
the written aspect of communication (i.e., reading and writing), while
they are poor , at the oral aspect of communication (i.e., listening and
speaking). The assessment process is acting against the assumption
that language is mainly, an oral activity used for, communication
among people regardless of their literacy skills.
These exams limit the language learning process to the literacy
skills and consequently, it devotes the artificial separation of the
language competence. The written aspect of communication, has been
separated from oral aspect. Thus, these exams are set against the
assumption of the wholeness and the integration of the language
skills and sub-skills. The literacy skills are viewed by most students
as the most important skills to develop in the EFL teaching process.
The importance of the oral skills is based on the assumption that
good listening makes good speaking ( Muftah, 1994 ).
It may be argued that the student' s oral skills are measured
indirectly because of the overlap between the language four skills.

Also, it may be claimed that student' s written response can be the
outcome of his/her other language skills. But because of the exclusion
of the oral skill formats, on these exams, student' s performances in
this case can be just his/her reaction to the printed letters. Excluding
the oral skills from the test formats, isolates the effect of the oral
skills interventions in the language item tested and student' s
performances.
For the student to do well on these exams, he or she
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has to depend on his reading and wntrng skills rather than on
his/her listening comprehension or speaking skills.
Moreover, the integration between the four language skills
does not eliminate the difference in the nature of oral skills on one
hand and the literacy skills on the other. In the oral skills, the
student depends on the sound system of the language while with
literacy skills, he or she relies wholly on the graphic aspect. In
assessing the student' s oral skills, the interest should be in
measuring the student' s skill in recognizing and producing the oral
message, using the language sound system, while in assessing
literacy skills, the focus should be on the student' s skills in the
recognizing and producing the written message, using the printed or
the written letters.
Besides, the student' s performance, in the English exams, can
be the outcome of the skills altogether if they are all included in the
language exam situation. Consequently, when the language exam
situation is limited only to what he gets from the written exam
papers and what he writes in his or her answers sheet, it keep
measuring the student' s oral skills out.
In our EFL teaching program, the assessment process, depends
mainly if not wholly, on the written paper, whether it is a teachermade test, or a final external test, or a national exam. Most of the
EFL teaching time is devoted to reading activities, drawn either from
the books taught or from what the teacher writes on the board. That
is why, it is easier for the student, in our EFL programs, to
comprehend the written the message versus the spoken message.
Also, it is much easier for the student to read or write a certain
message than to listen or speak it.
The integration between the oral skills is as strong as the
integration between the literacy skills. The impact of the reading
skill on the writing skill is as strong as the impact of the listening
skill on the speaking skill. Consequently, it is necessarily for a good
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writer to be a good reader exactly as a good speaker should be a
good listener. Thus, we may have good readers and good writers , rn
EFL classes, but we may, also, have bad listener and bad speakers.
Consequently, the interest of the present assessment process in the
literacy skills leads to developing these skills while neglecting the
oral ones.

Seven: The assessment process in the EFL programs does
not measure properly the student' s communicative
language skills:
The exams, used in our EFL program, are claimed to measure
student' s language communicative competence since there are
specific parts for measuring student' s language skills in a
communicative way (i.e. reading, writing, translation and extensive
reading). The formats used for measuring these skills are the
dominant formats and the discrete point formats for measuring
student' s language competence in vocabulary and grammar are the
less dominant ones.(See Table no
page
for details).
Yet, the context of these exams, does not reflect the
communicative characteristics. Student' s performance is usually
controlled in test formats. The student is usually confined within a
situation in which he or she has to respond in a predicted way all the
time. The student does not have the chance to make any adjustments
in the event encountered. The student can not find the interaction to
use his or her imagination to determine how the encounter evolves
and ends. The flexibility of the real life situation is missed in these
exams.
During the marking process of student' s answer sheets, the
emphasis is on the linguistic accuracy rather than on the
communicative competency The focus is not on the general meaning
of what the student performs but on bits of grammar and spelling.
Structure is preferred to function, and linguistic skill is preferred to
the socio-linguistic one.
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Eight: The assessment process, represented in the exams
used in our program, does not honor the wholeness of the
language or the integration of the language items.
Still, the interest, on English language secondary certificate
exams, is in the discrete points, as an indicator of the student' s
language competence. On these exams, there are specific parts
devoted for discrete points, whether in grammar or vocabulary. The
formats used are either the multiple choices or the completion
formats whether they are cloze passages or filling in the spaces.
Besides, the discrete point formats, there are specific parts of
the exams, analyzed, for measuring the student' s reading and
writing skills, integratively. The integrated skill formats constitute
the main part in these exams and their percentage ranges from 46%
to 70%. Reading, writing and translation sections in G.S.C.E.E are based
on the integrated skill approach.
Table no. 15 shows the percentage of discrete points and the
integrated ones in the Secondary Education Certificate English Exam,
in the last five years:
No
1
2

Year

Discrete points

Integrated skills

3

1989 30 %
1990 40 %
1991 54 %

70 %
60 %
46 %

4

1992 35 %

65 %

5

1993 35 %

65 %

However, what has been intended to be measured in an
integrative way, in these exam, is marked as discrete points in the
scoring process of the exam. The student' s performance in the
answer sheet, is divided or broken into bits of vocabulary and the
structure to count toward the total mark awarded. So, the analytical
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approach, rather than the holistic approach, where the impression
and the whole meaning of what the student expresses is focal point,
Even in evaluating the
is the dominant one in the scoring process.
student' s performance in the integrated formats such as reading,
writing and translation, the mark awarded is distributed to bits of
grammar and spelling.
Thus, we can conclude, that the emphasis, in our language tests,
is on discrete points, rather than on integrated skill. The
commonsense assumption is that the measurement of the student'
competence in discrete points can be an indicator of the student' s
overall language competence. Any language skill, accordingly, can be
the accumulation of such sub-skills, i.e., grammar and vocabulary.

Nine: The reading skill, in our assessment process, is
looked upon as a final product, rather than a process:
Usually on our tests, the student' s reading skill is viewed as a
final product rather than a process. On all our English exams, the
student is given a passage to read silently and then to answer the
questions about it.. The focal point is measuring the student' s
comprehension of the reading passage and its specific details ..
Student is usually through the formats used in measuring
his/her reading skills to answer questions that deal with details ,
rather than the total meaning of what he/she has read. Student is
rarely asked such questions that can reflect his/her own experience,
or his/her reaction to what he/she has read. Student is also rarely
asked to summarize or retell the passage he/she has read in spite of
the importance of these formats in measuring the reading process.
The effect of some variables, on the student' s reading skill is
not put into consideration, either in the teaching process or the
assessment process. The bearing of the student' s prior knowledge, ,
and his or her interests and attitudes, and the text structure are put

182

aside in spite of their importance to the student' s language reading
process.
The topics, used in the reading comprehension passages may be
interesting to the student, as they are related to his or her daily life.
Yet, the text structure is sometimes so difficult that it demands a
great deal from the students to understand it. The student' s lexical
items are not put into consideration, while designing the test reading
passages.

Ten: The interest in our assessment tool process is
evaluating the student' s writing skill as an outcome rather
than a process:
The student is asked to write a paragraph on a certain topic or
a letter for a certain purpose. The paragraph and the letter are of the
controlled type where the student is given certain guiding ideas and
words to use. The student is, also, asked to write a certain number of
lines, for this purpose.
The focal point, in our assessment tool, is evaluating the
student' s final product, as an indicator of his or her writing skill. The
student' s writing piece is evaluated and given a certain grade. The
student is not given the right feedback that can develop his or her
writing skill. The EFL student is not given the chance to understand
the mysterious grade he or she is awarded. As long as the student is
not given the right feedback, his or her writing skill can not develop
further.
The assessment process of the student' s writing does not
reflect what we know about the writing process. No care is given to
the student' s pre-writing stage, or to the draft writing stage. Also,
the revision stage that precedes the final draft stage is not put into
consideration. Assessing each of these writing process stages is not
the case but the final product is, in our assessment process.
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Writing is, also a teacher centered in our assessment process.
The student has to write on a topic that is not of his or her choice and
the teacher is the only audience for the student. The only sign of the
teacher' s reaction to the student' s writing is the grade he or she
awards the testee.
On the other hand, the student' s wntmg on the final test, is
marked on analytical bases. Though scoring instructions for the
teachers ratters state explicitly that half of the mark is based on his
or her impression of what the student writes the EFL teachers so as
not to be asked to justify their impressions, follow the analytical
approach instead. Accordingly, the mark awarded is based on the
lexical and the grammatical or editing mistakes, that the teacher
finds when assessing the student' s writing. For more objectivity, two
or three ratters share evaluating the testee' s writing, using clear
regulations in this respect.

Eleven: The assessment process, reflected in these
is inauthentic and culturally inappropriate:

exams,

The contexts of the tests and exam, used in the assessment
process, are culturally inappropriate. They, sometimes, lack meaning
and purpose, for the student since they do not reflect the students'
real lives. The EFL students, sometimes, feel it difficult to understand
what is written as it is not related to his or her culture. The student
is sometimes asked to read or write about things or subjects that he
or she has never experienced in his or her real life.
Also, student may not have the basic information about the
issue discussed even in his or her native language. For some social or
financial reasons, the student may not have the experience
encountered on the exam formats. Student may be asked to write
about summer resorts, for example, that he/she has never been to
before.
Student may be asked on the exam format to give a tourist
some direction about a place he/she has never heard of before.
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The assessment process is not sensitive in its tests to the
students' social background that can be a determiner to his or her
understanding. All the students, all over Egypt, have the same exam
questions regardless of the geographical and social differences.
Student' s different cultural background is not put into consideration.
The context, presented in these exams, is not related properly, to the
students' different cultural backgrounds. The context, used for the
students of Alexandria, for example, is the same as that presented to
the students of Aswan. Thus, for some students these contexts lack
the meaning and the purpose.
It may be argued that the topic used in wntmg formats are

interesting to all students since they are based on the student' s real
life. Yet, so as the student to comprehend the message, included in
the test context, he/she should have the proper knowledge or the
information about it. The source of such information or knowledge is
either the content the student has studied in the syllabus taught or
an experience the student has in his/her real live. Since these topics
are not included in the syllabus taught, student finds a great
difficulty in writing on them.
Excluding the student' s real life either in the EFL class or his or
her house, causes a great difficulty for the student to understand the
context in which the language test item is presented. It becomes
more demanding for the student to get the test item. Consequently,
the student needs clarification to explicit the message presented,
otherwise, he or she can not do well on the test.
The student' s real life is not put into consideration m the
present exam, so they lack the authenticity required for effective
assessment tools. The student' s real activities, either in the class or
in his or her house are different from those included on these exams.
The student finds a gap between what he or she does in the language
class and what is presented in the test context.
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Twelve:

The assessment

process

lacks

equitability:

The assessment process tools do not include genuine language
tasks where the student can use his or her language competence in
an effective way. The student is not put into the situation where he
or she can use the language as it is supposed in the real life. The oral
aspect of the language use is neglected while the writing one is the
dominant. The student has to interact with an issue included in the
test paper and he or she has to write his or her interaction in his/her
answer sheet.
Evaluation of the student' s language skill is limited to his/her
performance on the final task, the final exam. All the other tasks the
student is supposed to carry out during his or her learning process
are neglected. Thus, concentrating the evaluation on one language
task, while disregarding the others, goes contrary to the concept of
the equitability that requires a sample of the tasks the student
supposed done by the student during the teaching process.
Also, the marking process of the students' performance on the
secondary school certificate English exam lacks equitability.
Students' answer sheets, from all over Egypt, are distributed to four
marking centers with different groups of ratters of different
backgrounds and sometimes different scoring instructions. In some
cases, ratters in the same marking centers are different in
evaluating the student' s performance, especially on the subjective
questions.
The living circumstances of the teachers ratters may differ
from one marking center to another. Many ratters, in upper Egypt for
example, complain of the modest living condition in the teachers
hostels during the times of the marking. While ratters in Cairo or
Alexandria have relatively more comfortable teachers' hostels. Of
course, the living condition of the ratter correlates positively with
the quality of his/her marking work.
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Also, because the secondary school certificate English exam is
limited to just one setting, it lacks the right equability. The student
may be susceptible to some casual circumstances that may affect his
or her performance badly on these times. So, it is fair for the student,
if the assessment process is continuous as his evaluation is not
limited to the risk of a single time.
The assessment process, used in our EFL programs, can be
unfair to the student, as well as to those interested in his or her
teaching process. It limits evaluating the student to one sitting, i.e.,
the final exam. In some casual cases, students can not do well on that
occasion so they fail. Yet, if the assessment process were frequent
and continuous, student could have more chances to show his or her
language competence , without being exposed to the risk of the
casual circumstances.

Thirteen: The assessment process is of no help to the EFL
teaching program:
These exams, used as assessment tools, are of the summative
type of tests. The purpose is measuring the student' s language
competence for the purpose of classification and selection for higher
education. The student' s total score on the secondary school
certificate exams is the only criterion used for the university
admission . It is the focal determiner for nominating candidates to
different faculties and institutions.
These exams can not be helpful to the EFL teaching program.
They can not be used for the purpose of evaluating the teaching
process and increasing its effectiveness, in addition to sorting out the
students for the purpose of classification and selecting them for
further education. They are not integrated in the teaching process
and thus, they can not help a great deal in increasing the
effectiveness of the teaching process.
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Since theses exams are summative, they can not indicate what
the student has/ not achieved from the subject taught. The EFL
teacher can not use the student' s points of strengths as a scaffolding
for what is going to be taught in the EFL program. Because of the
exclusion of what the student has already learned from the syllabus,
taught, these exams may not give the student the sense of
achievement that may correlate positively with his or her language
learning process ..
Moreover, it has destructive effects on the
process. The EFL teaching process is limited to
for the student to pass the test. The EFL syllabi
what these tests measure. Besides, the students
from the participation in the classroom activities
included in the assessment process.

EFL teaching
the facts necessary
have been limited to
tend to be distant
as they are not

Thus, we can see that the view to the assessment process, in
our educational system, is still very traditional. The role of the
assessment process, according to this perspective, is to measure the
students' competence in a certain subject for the purpose of sorting
out the students or classifying them for further education or training
courses.
There is also no integration between the assessment and the
teaching processes. Thus, we can not make use of assessment in
evaluating the different learning variables to ensure their
effectiveness in our EFL programs. Bowen et al(l 985) stressed the
point that testing and evaluating the language skills and
competencies are a very important part of language teaching.
Madsen (1987) thinks that testing is an important part of every
teaching and learning experience.
The assessment process is culturally inadequate. It lacks
authenticity. It is fair to student either. It emphasizes the separation
between the language skills and sub-skills. It is also of no help to the
EFL teaching program. The discrete point approach is the dominant
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one on the exams or tests used in the assessment process. It is not
communicative in its nature. Reading and writing are viewed as final
products rather than processes.
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B. The General Secondary School Certificate Evaluation:
One: The General Secondary School Certificate English Exams
do not have the adequate efficiency:
The G.S.E.C.E.E lacks the adequate efficiency. The high costs
required for its administration and scoring the students' answer
sheet and the time taken in these two processes make them too
impractical to be used continually during the EFL teaching process.
Also, this exam has proved to be too difficult. However, its
discrimination index is high.
The high cost of the test administration and the scoring of the
student' s answer sheets indicate that these tests are not practical
enough. A special budget is needed for the cost of preparing the
printed exam papers, and the students' answer sheets as well as the
fees for the teachers and the people in charge of administering and
scoring the test.
Because of the dominant role of these tests, in deciding the
educational career of millions of students, special security
precautions are taken. The purpose is to ensure the safety of the
students and their answer sheets and to avoid the risk of damage for
one purpose or another. This procedure can add to the cost of these
exams.
However, while the general secondary school certificate exams,
have the proper index of discrimination that ranges from .8 to .9 ,
they have a relatively difficulty level ranges from , 8 to .9 and this
means that they are too difficult. The high value of discrimination
and difficulty of this exam can be due to the fact that this exam is a
performance exam rather than an achievement one. So is more
related to the testee' s language aptitude and previous experience
than the content taught in the secondary school certificate program.
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Table no. 16 shows the index of discrimination and the level of
difficulty in these tests in the last five years:
No

Year

Discrimination Index

Difficulty Level

1

1989
1990
1991
1992
1993

.8

.8
.8
.8
.9
.8

2

3
4
5

.7
.7

.9
.7

Two: The G.S.E.C.E. exams do not have the proper validity:
Content validity method and face validity, have been used, in
the present study, to decide the validity of the G.S.C.E.E. included.
With regard to content validity, both the exams mentioned and the
syllabus taught in the general secondary school have been subjected
, for the
to a kind of language analysis ( see tables from no , to no
exams content and from no. to no .. for the syllabus content, from
pages no .... to no .. .in the appendices). As there is no a criterion test
that can be used for this purpose as a norm or a standard, the
criterion validity was avoided.
The language analysis of the tests items and of the content of
the syllabuses taught reveals that these tests do not have proper
validity. They do not, represent the content taught in the EFL
secondary school certificate program. About 75% of the teaching
program is spent in teaching the students the lexical and the
language items, included in the syllabus taught. Yet, the items based
on these items on these tests range from 15% to 20% .. If we add up
the items based on the extensive readings (i.e., the novel for the art
section and the study for the science sections), the portion of the
items covered, in these exams, ranges from 35% to 50%. Thus, these
exams lack the content validity as the items are not representative of
the content, taught in the EFL program.
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Table no. 17 shows the percentage of the items based on the
EFL program, in the last five years:
No.
1

Year
1989

Items
50%

2
3
4

1990
1991
1992

40%
35%
35%

5

1993

50%

represented

The items based on the syllabus taught in the third year and
the extensive reading part together are about 25% to 30%.
Consequently, these exams include about 70% to 75% of the items
that are not included in the syllabus. They are unseen parts to the
students. They include, the writing questions, the reading
comprehension passages and the translation passages.
It may be argued that these parts are language skills,
consequently, they do not need to be included in the syllabus, taught
as what they really require practice. Yet, the time, devoted to the
practice of these skills is just 20% of the total time. Thus, what
actually occurs in the classroom does not correspond to what occurs
on the final exam. Consequently these exams do not represent the
syllabus, taught in the EFL programs.
These exams are performance and aptitude rather than
achievement exams. They can not be achievement exam as they are
not adequately based on the content of the syllabus taught .
Attending the EFL program and learning the content or the syllabus
taught counts only for a relatively few numbers of items on these
exams.
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Three: The tests, included in the study. have the adequate
reliability:

The split half method, used to check the reliability of the tests
included in the study, reveals that they may have the adequate
reliability. The values of the reliability, in the five cases, range from.
5 to .8 . The general secondary school exam, in 1992 gets the highest
reliability value while the 1989 gets the lowest value.
Table no. 18 shows the reliability values of the tested included:
No
1
2

Year
1989
1990

R. Value

3
4

1991
1992

.5
.8

5

1993

.7

.8
.5

The adequate reliability value of these tests may be due to the
fact that they function more as aptitude and performance tests, than
achievement tests. For the student to pass these tests, it is not
necessary to attend the English program, taught in the third year
certificate. The proportion of the unseen items, included on these
exams ranges from 65% to 70%. That is why these tests have a high
value of reliability. It is a matter of the student' s aptitude rather
than of achieving the content taught in the secondary school
certificate.
Four: The General Secondary school certificate English
exams do not follow a developmental process:

These exams do not follow a developmental process in their
construction. There is no actually a preparation stage where
specifications are set and the content of the syllabuses is analyzed.
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Also, no pilot administration is done. Exams are not subjected to any
evaluation either before or after test administration.
These exams are looked upon as top secret for many reasons
that can be put into consideration. Yet, the need for secrecy of these
exams does not negate the importance of subjecting them to a
thorough evaluation both before and after test administration. Also,
there can be many samples of these tests that can be discussed in
seminars in the educational centers and schools of education. Secrecy
of these tests, can be maintained by having many parallel items.
Those planned for the test, can be kept closed until their release on
the examination day.

194

Chapter .5
LS.Findings:
1. The assessment process, used in our EFL programs in the third
year certificate of the secondary school is not effective properly to do
the required functions in the EFL teaching programs.
2. The general secondary school certificate English exams, in the last
five years, do not have the proper efficiency, or validity required in
language tests and exams. Yet, these exams were found to have the
reliability required.

5.2.

Conclusions:

The assessment process, in our EFL program, does not meet the
criteria, presented in chapter.3. It lacks the continuity, the variety of
assessment tools, the authenticity, the equitability, the appropriate
culture, required for effective tests. Also, there is a separation
between the assessment process and the teaching process in our EFL
programs. It is of no help to the EFL program used in the third year
certificate.
The greatest function of the assessment process, e.g. evaluating
the different teaching variables is ignored or put aside. Instead, the
functions of the assessment in our EFL program are limited to just
classifying the student for selecting them for the higher education
programs at the end of the teaching program. Thus, the view to the
assessment process, in our EFL program is still traditional.
Besides,
the evaluation
formal setting.
one reason or
his/her actual
process lacks

the present system is not fair to the student as it limits
process of the student' s language competence to one
If the student has casual or urgent circumstances, for
another, his/her performance will not represent
competence.
Consequently, the present assessment
equitability.
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Moreover, the exams used, are limited to the written aspect of
the language communication and measuring the student' s oral skills
is neglected. Perhaps, the concept of the integration of the language
elements and sub-skills is confused to some extent to those who are
in charge of designing these exams in our EFL teaching programs in
our educational system.
It may be claimed that a great part of the general secondary

school certificate English exam covers communicative skills such as
reading and writing, yet, the marking of the student' s performance
in these communicative skill is based on the discrete points approach
on tests. Thus, what these exams try to measure from a
communicative perspective is evaluated, in the marking act, from
discrete points perspective. Thus, the communicative nature of the
language denied in the marking process.
The present assessment process is, also, of no value for the EFL
teaching process. The interest in these exams in comparing the
students with each other for the purpose of classifying and selecting
them for higher education. Thus, we can state that the general
secondary school certificate English exams are norm-referenced that
it is of a limited function in increasing the effectiveness of the
teaching process. The tests, required, for helping the teaching
process to do well is the criterion reference one where the interest is
in how much the student has achieved from the syllabus taught.
Besides, the present assessment approach has its harmful effect
on the EFL teaching process. The exams are associated with a sense of
terror to most students. Strange practices, like the private tuition and
the market books, have been growing in the teaching process.
Students are no longer interested in the EFL classes because what
counts for their evaluation is only the written performance in the
answer sheet on the final exam. Also, students sometimes make
noises or troubles in the EFL class as the teacher' s role in evaluating
his or her performance in the teach program is denied.
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On the other hand, the English exams, the only tool, used in this
respect, in the assessment process, are not properly effective for
measuring the student' s language competence. They do not have the
adequate validity required in language tests.. They do not represent
the content of the syllabus they are supposed to be based on. They
have the reliability required just because they are performance and
aptitude tests rather achievement ones.
These exams have proved that they are not efficient properly.
The operation of these exams and marking students' answer sheets
cost a lot of time, money and effort so they are not practical enough
to use during the EFL teaching process. They are also too difficult if
they are viewed from achievement perspective. They have a high
index of discrimination just because they are performance and
aptitude tests rather than achievement ones.
They do not proceed developmentally. They are not subjected
to pilot administration or evaluation either before or after their
administration. They are not based on clear specifications and the
interest is in measuring the student' s language aptitude and
performance rather than the content of the syllabus taught.
In brief, the present assessment process, used in our EFL
program has proved its failure. It can not do the functions required
for making our EFL programs more effective. The outcome of the
present assessment process is ineffective EFL teaching programs as
the data required for the effective evaluation are not available.
Thus, we should think of the right alternative to the present
ineffective assessment used in our EFL program. The alternative
required must meet all the criteria of the effective assessment
presented in chapter.3 in the current study. It should be more
related to the EFL class. It should allow continuous assessment. It
should be authentic and culturally appropriate. It should be fair to
students. It should measure student' s language competence from a
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communicative perspective. It should focus on both the oral and the
written aspect of the communication process. It should use proper
and effective tests.
5.3. Portfolios

Assessment can be the right alternatiye:

Since we have come to the conclusion that the evaluation of the
assessment process has proved its inappropriateness, as an
important component, in the teaching EFL programs, the present
study has to suggest the alternative and the interventions for
increasing the effectiveness of the assessment process. The
alternative, suggested, should build on the strengths of the present
approach and go further to fulfill the requirement of the adequate
assessment process . The alternative, suggested, is the portfolio
assessment.
A. What is a portfolio?
A portfolio is actually a folder or a file that includes all the

samples of student' s performance, in all the classroom activities
along the EFL teaching program. It can consist of a purposeful
collection of the student' s work which monitors his or her
achievement assembled over time. It is an assessment approach that
can combine both the informal and formal measures (Wolf,1993).
Freeman and Freeman say,
" A portfolio is a box, folder, or other container that

contains various kinds of information that has been
gathered over time about one student. Portfolios might
contain writing acts as well as audio and videotaped
recordings of the student' s performance. They provide
samples of. the students' abilities and growth over time."
(1991, p.225).
It is the promising assessment approach that is claimed to have
great potentials for the good for of the teaching process and the
Paulson (1992). points out that a
assessment process as well.
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portfolio is a revealing collection of a student' s work, which a
teacher or a student can judge to be important evidence of the
student' s learning Navarrete et al (1990).think that this method is
rapidly gaining in popularity because of its ability to assess a student
work samples over the course of a school year or even longer Averill
(1994, p. 3) states that in language assessment, this approach is
becoming more prevalent as we move toward integrated skills and
teaching language in context. Galvan (1994) states that the fallouts
of depending on the standardized tests or the national tests, in the
assessment process, have aroused the interest in thinking of using
the portfolio as the alternative assessment approach.
A portfolio often serves two purposes; EFL teaching and
evaluation. Performances portfolios can be rich sources of
information about a student and the teaching process. They enable
the EFL teacher to provide a meaningful feedback about student' s
academic and behavioral strengths and weaknesses. They also allow
reliable judgments about the student's demonstrated level of
proficiency. Students 'progress toward mastery of the agreed upon
learning outcomes is evaluated by comparing their work to the
terminal learning objectives for any given subject or school year
Portfolios provide an approach to organizing and summarizing
student data for the EFL program. They represent a philosophy that
views assessment as an integral component of instruction and the
process of learning. They use a wide variety of learning indicators
gathered across multiple educational situations over a specified
period of time. They can be an ecological valid approach to assessing
student in EFL.
Portfolios can be used for the formative and summative
evaluations which actively involve both teachers and students m the
assessment process. Portfolios can contain a variety of information
that documents a student' s experiences and accomplishments. The
types of information collected can include descriptions of the
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accomplishments, official records, diary and samples of the student' s
writings.
Also, using portfolios in the assessment process can be
practical since it does not cost much, because it does not require
special halls for its administration or moving the teachers from here
to there. Moreover, the same teaching techniques, used in EFL
classes, can be used as assessment techniques. Yet, the inclusion of
the oral aspect of the language competence of the student in the
assessment process may require some costs for getting the
equipment available for this purpose
Perhaps, the only difficulty, with using the portfolio. is its
organization and its development. For helping the EFL teachers to
develop the skills, necessary for the portfolio approach, there can be
a kind of in-service training program in this respect. It may require
much more work from the school teacher, but as long as it is the
right one we have no other choice.

B. The portfolio planning and components:
For portfolios to be effective as an assessment approach, they
should be well organized and developed. They should be planned in
such a systematic way that they include as many assessment tools as
possible. These tools can be formal as teacher-made tests and
national tests ; and informal as the student' s participation in the
classroom activities, his/her homework and all the tasks he/she is
asked to do in the EFL teaching process. Thus, a portfolio can combine
both formal and informal assessment tools.
However, in using the informal techniques, in the assessment
process, we have the following challenges: First, can the informal
assessment be held up to the same psychometric standards applied
to formal assessment? I think it can be psychometric if EFL teacher
uses the techniques included in teacher' s observation sheet and
checklist. (See Pp208, 211 for details); Second, can further
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procedures be developed for aggregating the diverse information
provided by informal assessment into meaningful set of indices that
allow us to state whether or not our programs are effective? Also, if
EFL teacher uses the above mentioned techniques, these information
can be used for such purpose.
This table shows the different components of a portfolio.

No
1

The Assessment Tool
- Class Attendance
- Classroom Participation
1 - Activities
a- Logs or Journal
b- tasks:

2
3

•
•
•
•
•
•
4
5
6
7

- interviews
- writing letters
-editing the class magazine
- making summaries
- retelling
- text actinR

-

Homework
Student' s written work
Teacher- made tests
- National exams

-

However, for practical reasons, the student' s portfolio can be
divided, according to what Valencia (1987), into two sections. In the
first section, the actual work of the students or ' raw data' is
included. The information in this section assists the teacher to
examine students' ongoing work, give feedback on their progress,
and provide support documentation in building an in- depth picture
of the student' s ability. The second section consists of summary
sheets or organizational frameworks for synthesizing the student' s
work. The information summarized in the second section is used to
help the teachers look systematically across students, to make
instructional decisions, and for reporting purposes.
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The total evaluation of the student' s language competence will
not be limited to one assessment tool or activity, but rather it will be
based on the student' s performance in these activities altogether.
The grade of performance, set for the evaluation of the student' s
language competence, can be distributed among the different
assessment activities, so that the student' s involvement in any
teaching activity can count for evaluating his/her language
competencies according to the following suggested model..
The Evaluation Form Model:
The Teacher' s Evaluation Sheet
Student:-----------------------------Teacher:-----------------------------S ch ool Year:- -- -- -- - -- -- -- ---- --- -Class:----- -- -- --- The Item Presented:------------------ Date:----- --------No
1

The Assessment Tool
- Class Attendance
2
- Classroom Participation
3 • - Activities:
aa- logs or journal
b- tasks:
•
• - interviews
• - writing letters
• -editing the class magazine
• - making summaries
• - retelling
- text actinf(
•
4
- Homework
5
- Student' s Class work
- Teacher- made tests
6
7
- National exams
Total

Score
5%
10%
5%

Percentage

5%
10%
15 %
50%
100%

The total mark or score is distributed to include all the
assessment tools used from student' s attendance in the language
class to his/her performance on national tests or exams. Yet, the
distribution of the total mark, awarded, is based on the relative
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importance of each component included in the assessment process.
The main greater part of the total mark, for example, is devoted to
the national tests because of its importance mentioned in chapter 3.
(See chapter. 3 pp from
to
for more details about the
importance of each activity included in the portfolio model.

C.

Portfolio

Requirements:

For portfolio to be effective assessment approach, EFL teacher
should use the following techniques to document his/her evaluation
of student' s language competence:

a.

Teacher' s Observation:

The portfolio assessment approach honors the EFL teacher as
the student' s watcher all the time. The teacher' s observation of the
student' s performance in the different activities, he or she is
involved in, is the basis of putting the data, yielded, together for the
evaluation purposes and the feedback or the comment to the student
pointing out to what he or she has/ not achieved. Thus, we can use
the evaluation data for both the formative and summative purposes.
For the teacher to assess the student' s language skills
effectively, he/she should use his/her observation sheet. The
teacher' s observation sheet will be mainly based on the student' s
performance in all the classroom activities and the tests, used. The
student' s participation in the classroom, the tasks done, the
homework and the journal the student has, in addition to his/her
performance in the teacher-made tests and the national tests.
According to Froese (1991) teacher' s observation is an
important assessment technique that has been recently included as
part of the assessment process. In this approach, the class teacher
must observe the student's academic performance in regular
classroom setting. This observation has to be systematic to provide
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the teacher with much valuable data concerning the student' s
language competence.
Mehrens and Lehmann (1984) list these advantages from
using this approach: 1- it can provide a continuous check on progress
and can detect errors as they arise and take corrective action
qucvkly.,2- the techniques used in this approach, are not time
consuming or threatening to the student as the formal tests,3- it can
provide the teacher with valuable supplemental information much of
which could not be obtained in any other way.
The first step in the observation process is to determine the
purpose for the observation whether it is phonology or lexical or
grammatical. Once the purpose is defined the teacher has to think of
the following guidelines:
I-Who and what will be observed?
2--Where and when will the observation made?
3- How will the observation be recorded?
There are a number of techniques that can be used
respect such as:
I -Anecdotal Records:

in this

They are brief written records of the student' s various
language behaviors. EFL teacher can classify his anecdotal records
into three language components and can record the student's
behavior in the time. it occurs. The interest is in evaluating the
student' s communicative competence, i.e. his/her ability to
send/receive a meaningful message. Yet, for diagnostic purposes, EFL
teacher, while evaluating student' s competence, he/she has to
evaluate student' s phonology. morphology and syntax.
EFL teacher can evaluate student' s language performance in
the activity included using the following observation model:
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Teacher'

s Evaluation Scale:

The teacher' s name:
The student' s name:
The assessment tool used:
2 = F air
.
1 = p oor
3 = A verage
No
Skill
Its sub skill
1 - Listening a- vocabulary
b- grammar
c- phonology
2 - Speaking a- vocabulary
b- grammar
c- phonology
3 - Reading
a- vocabulary
b- grammar
c- phonology
4 - Writing
a- vocabulary
b- grammar

b-

Event

Class:
Date:
4 = G 00 d
5 = E xce II en t
Rates of performance Total meaning
(1)
(1)
(1)
(1)
(1)
(1)
(1)
(1)
(1)
(1)
(1)

(2)
(2)
(2)
(2)
(2)
(2)
(2)
(2)
(2)
(2)
(2)

(3)
(3)
(3)
(3)
(3)
(3)
(3)
(3)
(3)

(3)
(3)

(4)
(4)
(4)
(4)
(4)
(4)
(4)
(4)
(4)
(4)
(4)

(5)
(5)
(5)
(5)
(5)
(5)
(5)
(5)
(5)
(5)
(5)

(1)
(1)
(1)
(1)
(1)
(1)
(1)
(1)
(1)
(1)
(1)

(2)
(2)
(2)
(2)
(2)
(2)
(2)
(2)
(2)
(2)
(2)

recording:

In this technique, the interest of the teacher should be on
certain language item that the student usually gets confused in
performing it or producing it. The teacher can, during certain

intervals, calculate the frequency occurrence of the student's
performance in the times, he or she is observed.
For Effective observation, the following guidelines can be used:
-The material should be recorded while the observation is made.
- The details should be recorded objectively
- The teacher has to define operationally the behavior to be
observed.
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(3)
(3)
(3)
(3)
(3)
(3)
(3)
(3)
(3)
(3)
(3)

(4)
(4)
(4)
(4)
(4)
(4)
(4)
(4)
(4)
(4)
(4)

(5)
(5)
(5)
(5)
(5)
(5)
(5)
(5)
(5)
(5)
(5)

- The teacher has, also, to focus on both the positive and the negative
behaviors.
- The teacher should be unobtrusive so that the student can feel
freely.
- The teacher has to focus on the language item he or she is
interested in.
- The teacher can use shorthand systems for recording the
information obtained.
The EFL teacher should use the right checklist that can help
him or her evaluate the student' s language skills and sub-skills.
Thus, there can be different checklists for assessing different skills
(e.g. listening, speaking, reading and writing)

b.

Teacher'

s Checklist:

The EFL teachers can use checklists, planned for this purpose,
with numbers from 1 to 4 indicating to the frequency occurrence of
the learning problem or problems, i.e. l = never 2= sometimes 3=
usually 4= always. The frequency occurrence of a certain learning
problem in the language teaching or testing situation can be can be
simply calculated in the number of the times, it emerges in the
student' s language performance.
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Listed below, are the different checklists that can be used for the
different language skills by the EFL teacher in the portfolio
assessment process.
1 . Listening checklist model can be used in this respect:
Student' s comprehension of the spoken message is the
indicator of his/her listening comprehension. Student' s ask for
repeating the spoken message, the speech rate and responding
properly to the stimulus or to the situation, presented can be the
indicator of student' s listening comprehension.
For student to get its meaning he/she is to recognize the
different component of the delivered message whether its phonology,
its morphology or syntax.. Student' s understanding of the message
can be measured in terms of his/her responding to that message
whether answering a certain question or doing a certain action
I= never 2= sometimes 3= usually 4= always
Student' s behaviors
Frequency
- frequently asks for repetition
(1) (2) (3) (4)
- frequently asks for slower than normal
(1) (2) (3) (4)
rate of speech
- responds appropriately to commands
(1) (2) (3) (4)
- understand-context embedded short
(1) (2) (3) (4)
utterances
- answers spoken questions in context(1) (2) (3) (4)
embedded situations
(1) (2) (3) (4)
- shows comprehension of oral directions
- requests clarification of unfamiliar forms
(1) (2) (3) (4)
when necessary
- understands informal conversation
(1) (2) (3) (4)
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2. The Speaking Checklist Model,:

Student' s production of the language message is the focal
point in this checklist. Yet, his/her language production or
performance is evaluated from a communicative perspective, i.e. the
whole meaning of his/her message and checking its phonological,
morphological and its syntactic features.
1= never 2= sometimes 3= usually 4= a ways
No Components or sub skills
1
Phonology:
- uses comprehensible pronunciation
- uses appropriate intonation
2
Form:
- repeat sentences and words accurately
- make errors that do not obscure the
meaning
-shows control of time indicators
3
- response appropriately to prompt
- sequencing responses to the prompt
- ask questions
- expresses ideas
4
- Vocabulary:
- uses familiar vocabulary
- incorporate new vocabulary in speaking
- applies familiar vocabulary to new
situation
- uses some synonyms or alternative
vocabulary
- uses variety in word choice
- uses appropriate words to situation
demonstrates depth m vocabulary
5
- Fluency:
- attempts to speak
- uses single words responses
- uses short answers/ uses multi-word
production
- attempts to answer
sustains short interchanges of conversation
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Frequency
(1) (2) (3) (4)
(1) (2) (3) (4)
(1) (2) (3) (4)
(1) (2) (3) (4)

(1)
(1)
(I)
(I)
(I)

(2)
(2)
(2)
(2)
(2)

(3)
(3)
(3)
(3)
(3)

(4)
(4)
(4)
(4)
(4)

(I) (2) (3) (4)
(1) (2) (3) (4)
(1) (2) (3) (4)
(1) (2) (3) (4)
(I) (2) (3) (4)
(1) (2) (3) (4)
(1) (2) (3) (4)
(I) (2) (3) (4)
(1) (2) (3) (4)
(I) (2) (3) (4)
(I) (2) (3) (4)
(1) (2) (3) (4)

3. Reading Checklist Model:

In the reading checklist, student' s understanding of the
message being read should be the main interest, and then, his/her
reading performance is analyzed and evaluated from phonological,
lexical and syntactic perspectives. Student' s recognition of the
mechanics of the reading process, as well as understanding the
message being read is the indicator of his/her reading
comprehension.
l = never 2 = sometimes 3 = usua11 y 4= a wavs

No
I

2

Student' s behaviors
Mechanics:
-identifies known words and phrases
- reads dictated sentences
- reads text with familiar vocabulary
-reads text with some new
vocabulary
Comprehension:
- comprehends known words and
phrases
- comprehends some texts with
familiar vocabulary
- comprehends short paragraphs
- comprehends easy to read literature
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Frequency
(1)
(1)
(1)
(1)

(2)
(2)
(2)
(2)

(3)
(3)
(3)
(3)

(4)
(4)
(4)
(4)

(1) (2) (3) (4)
(1) (2) (3) ( 4)
(1) (2) (3) (4)
(1) (2) (3) ( 4)

4.Writing Skill

Checklist Model:

While checking student' s writing skill, the focus should be on
the total meaning of the message the student writes. Analyzing and
evaluating its lexical and grammatical components should not be the
neglected but not be focused.
Student' s competent use of the mechanics of the wntrng
process, knowing the formalities of writing process, and expressing
clearly the message he/she is trying to convey to the reader can be
the indicator of his/her writing skill.
1= never 2= sometimes 3= usually 4= always
No
Language behaviors
1
Mechanics:
- capital letters accurately
- uses appropriate punctuation
- spells words without errors
- uses correct verb forms
- writes in complete sentences
- uses series of drafts to improve
quality
- uses correct structures
- links sentences appropriately
- uses a variety of tenses for sequence
2
Form:
- indents first word of paragraph
- uses margins
- uses standard headings
- has title in the middle of the top line
- writes one sentence after another
- spaces correctly between words
- write legibly
- uses series of drafts to improve
quality
- prepares neat final draft
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Frequency
(1)
(1)
(1)
(1)
(1)
(1)

(2)
(2)
(2)
(2)
(2)
(2)

(3)
(3)
(3)
(3)
(3)
(3)

(4)
(4)
(4)
(4)
(4)
(4)

(1) (2) (3) (4)
(1) (2) (3) (4)
(1) (2) (3) (4)
(1)
(1)
(1)
(1)
(1)
(1)
(1)
(1)

(2)
(2)
(2)
(2)
(2)
(2)
(2)
(2)

(3)
(3)
(3)
(3)
(3)
(3)
(3)
(3)

(4)
(4)
(4)
(4)
(4)
(4)
(4)
(4)

(1) (2) (3) (4)

Writing Checklist (Cont.)
3

Content:
- includes content appropriate to the
prompt
- provides appropriate sequences
- build unity in his composition
- provides language beyond the model
- uses sentences appropriate to the
prompt
- uses drafts to improve quality

(1) (2) (3) (4)
(1)
(1)
(1)
(1)

(2)
(2)
(2)
(2)

(3)
(3)
(3)
(3)

(4)
(4)
(4)
(4)

(1) (2) (3) (4)

D. The Advantages of Using Portfolios In EFL Assessment:
-They can be used to meet many of evaluation requirements.
-They can involve both the formal and informal assessment methods.
- They can offer a comprehensive view of the student's academic
achievement and linguistic proficiency.
- They will lead the student to be more involved in the EFL
classroom activities. Consequently, the EFL program will be more
effective in the teaching process.
- They can provide more detailed information on those aspects of
student's performance that are not readily measured by traditional
exam methods.
- It will put an end to the bad learning practices we have in our EFL

classes, e.g., the student' s passive behaviors in the class, the noise
and the troubles student make in the EFL classes.
- They reflect the curriculum taught and individual child' s learning
experiences.
- They encourage teachers to use different ways to evaluate learning.
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- They document the student' s learning and progress; and help
teachers examine their own development and skills.
Thus, the value of the portfolio lies in three areas. In the first
area, portfolios have the potential to provide the teacher and the
student with a rich source of information to understand the
development and the progress of the student and to plan the
educational programs that enhance student learning and " show case"
their achievement. In the second area, portfolios allow for reporting
in a holistic and valid way. The information, gathered in a portfolio,
is taken from actual student work and assessment focuses on the
whole of what the student learns, not on discrete and isolated facts
and figures. In the third area, formal and informal data can be used
to evaluate student learning in a comprehensive and authentic
manner.
The portfolio assessment can be more effective as an
assessment process than the present one for the following reasons:
1. It will be more closely related to the EFL teaching process in the
EFL class and it is expected to evaluate the student' s performance in
all the activities, included in the teaching process. Thus, the
assessment process can be used for evaluating the different teaching
variable and the interventions can be suggested.
2. It will be more communicative than the present assessment as it
can occur periodically in the class and it does not interrupt the
teaching process. Consequently, it can include the different language
skills in both the oral and the written aspect.
3. It will include all the four language skills and sub-skills. Some
activities can be suggested for the oral skills, while others can cover
the literacy skills. Video tapes and cassette recorders will find the
place in our teaching process. The student will find developing
his/her oral skills can count for the evaluation of his oral; skills as
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well as the written skills. Thus, the four skills can have the equal
emphasis in both the teaching process and the assessment process.
4- It will be more authentic because it will be more based on the
classroom teaching. The student has not to feel the routine of the
present assessment process where he or she is sited and a written
paper for him to read and answer using the answer sheet give.
5. It will use varied assessment tools. It should not be limited to the
one assessment tool only but it should include national tests, teacher
made tests, and the student' s participation in the classroom
activities.
6. It will be developmental in nature exactly as the teaching process
in this case. Assessing the student' s language competence will not be
limited to one sitting but it can occur every time in the EFL teaching
period as it does not need special procedures.
7. It will be more fair because the student' s assessment will not be
limited to one single setting but the student is given more and more
chances to show his or her performance best. The evaluation will be
based on the best and the final works of the student. Thus, if the
student has some casual circumstances in one occasion, he or she will
be given more chance because of the continuity of the assessment
process along with the teaching process.
8. It will be culturally fit for the student. Since many of the
assessment tools, used in a portfolio are directed by the class teacher,
they should be culturally fit. The student' s real life experience can
be put into consideration in asking him or her to be involved in any
teaching or testing activity.
9. Informal and Formal approaches can be used, in a portfolio, to
yield synthesized data to support formal test findings or to provide
documentation of the students' progress in instructional areas, not
covered in a formal test. The key to using informal data is that the
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information pertains to program goals and related objectives.
Informal data can answer questions such as: What skills did the
student actually learn during the academic year? To what extent did
students have the opportunity to acquire the particular skills or
concepts? What progress did the students make over a year? How
did student's attitude affect learning?
10. While the formal measures provide general year-to-year
progress of students in global content areas, they can not provide the
continuous, ongoing measurement of student growth, needed for
formative evaluation and for planning instructional strategies. The
informal assessment can do that because it can occur through the
curriculum and can provide the data, required for the evaluation
purposes, continuously throughout the year. Thus, the information
also must be collected in a continuous and accurate manner.
E. Guidelines For Using Portfolios In EFL Assessment:
For portfolios to be valid in the assessment process, we can use
the following guiding lines, that are based on the studies of
Hawakami, & Herman 1990; Jongsma 1989; Pikulski 1989; Simmons
1990; Stoggins 1984; Valencia 1990; Wolf 1989):

1-

a clear purpose

To be useful, portfolios must reflect the objectives of the EFL
programs. It will be helpful in this respect to revise the country' s
standards for EFL teaching program. Note that the goals of a
program should be broad and general, not overly specific, concrete,
or isolated lesson objectives. For example the goal may be written as"
To learn reading comprehension skills" or " to write fluently"

2- Portfolios

must interact with

the

curriculum.

It is important that the information in portfolios accurately and
authentically represent the content and instruction of the program.
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Content validity can be maximized by making sure that portfolios
contain the following:
a- a clear purpose of assessment,
b- a close link between the behaviors or the products collected and
the evaluation goals,
c- a wide variety of the classroom exercises or tasks measuring the
same skills and
d- a cross- check of student capabilities based on both formal tests
and informal assessments.
When deciding on the type of assessment information to include m
the portfolio, existing instructional activities should be used. Most
likely, the information will be appropriate for portfolios.

3-Portfolios

must

be

assessed

reliably:

Reliability in portfolios may be defined as the level of
consistency or stability of the devices used to assess student progress
at present, there are no set guidelines for establishing reliability for
portfolios. The major reason is that portfolios, by their nature, are
composed of a broad and varied collection of students' work from
overall reading, comprehension checks, and teachers' observation
notes to formal tests of the students' achievement or proficiency.
However, there are several criteria that are recommended in
estimating the reliability of portfolios for large-scale assessment.
These criteria apply both at the classroom level and at the grade
level. Teachers and administrators must, at a minimum, be able to:
- Design clear scoring criteria in order to maximize the ratters'
understanding of the categories to be evaluated.
- Main objectivity m assessing student work periodically checking
the consistency of ratings given to students' work in the same area.
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- Ensure inter-ratter reliability when more than one person is
involved in the scoring process.
- Make reliable and systematic observations, and plan clear
observation guidelines
- Use objective terminology when describing student behavior;
- Allow time to test the observation instrument and its ability to pick
up the information desired.
-keep consistent and continuous records of the students to measure
their development and learning outcomes; and
-Check judgments using multiple measures such as other tests and
information sources.
However, a major issue that arises in the use of portfolios
relates to the problem of summarizing data within and across
classrooms in a consistent and reliable manner. Using the guidelines
suggested above in the planning and organization of portfolios will
provide for reliable and valid assessment. These guidelines, however,
are only a framework for the assessment procedures and will need to
be applied by teachers to determine their effectiveness and
practicality.
In reporting the academic achievement and language
proficiency, outcomes of formal and informal assessment can be
combined to meet the evaluation regulations. Information on formal
assessment may indicate how well students are performing in
relationship to other students across the nation. In addition,
reporting achievement scores by sub-skill (e.g. vocabulary, grammar,
comprehension) provides a finer breakdown and understanding of
students' strengths and weaknesses and pinpoints areas of
improvements.
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F. The student'

s final

evaluation:

At the end of the EFL teaching program and for the purpose
of the selection and the classification of the student, the final
evaluation of the student has to be calculated in terms of scores and
grades, it can be the mean of the student' s scores in every
assessment tool used in the different times he/she has been
evaluated . Then, the mean of the student' s score is added up to
his/her score in the national test. The teacher will find it necessary
to go through the student' s different components of the portfolio to
evaluate the student' s language competencies.
For the purpose of
student' s performances in
tasks, it is important to use
same local school or from
the members who are well

objective and fair evaluation of the
the different assessment approaches and
a panel of EFL teachers, either from the
another school.. The panel should include
trained in these tasks.

Frankly speaking this change in our assessment process
assumes that the EFL teachers are qualified to do it and we should
trust them. Yet, it may be claimed that there are wrong practices in
the teachers communities, consequently the adaptation of the change
recommended in the present study may be a risk. However, the
wrong practices should not hinder us from going forward. Also,
setting the right regulations for the moral aspect in this process and
the training courses for developing the teachers' assessment skills
can do much good in this respect.
On the other hand, it is the time for the reform in the
admission process in our universities so that each faculty can admit
only the students who can pass the entry tests, administered for this
purpose, regardless to his/her performance score in the secondary
school certificate.. The General Secondary School Certificate should
not be looked upon as the only criteria for the admission in our
university but the performance of the student in the entry test,
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administered in the faculty he/she is planning to join should be
another criteria.
It is quite clear from the distribution of the student' s score, in
the previous paper, that it gives part of the total evaluation to each

EFL classroom activity, in additions to the tasks, the student is asked
to do. It is also important to know that the national tests continued
to have the greatest part in the evaluation process though other
assessment tools included in this respect. Thus, the general
secondary school certificate is no longer the only assessment tool in
our EFL program.
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Recommendations:
1- Using the assessment process for the formative purposes should
be put into consideration.
2- The assessment process and the EFL teaching process should go
side by side in our EFL programs. The assessment process should be
continuous.
3- We should use as many assessments tools as possible.
4- We have to stop the over reliance on the G.S.E. C.E E. in the
assessment process in our EFL program.
5- The assessment process, in the EFL program should be based on
the classroom teaching program.
6- The assessment process, in our EFL program should evaluate the
student' s language competence in the different language skill in a
communicative way.
7- The student' s writing skill should be looked upon as a process,
rather than a final product in both the teaching process and the
writing process.
8- The student' s reading skill, in our EFL program, should be looked
upon as a process, rather than getting the specific details in the text
read.
9- The tests and exams, used in the assessment process, should have
the right efficiency as assessment tools. They should be practical,
valid and reliable.
10- The context of the assessment tools should be authentic. It
should be meaningful and purposeful to the students. It should be
based on their lives experiences.
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11- In the assessment process, in our EFL program, there should be
more interest in the meaning of the message conveyed by the
student more than the discrete points.
12- Student' s oral competence should be put into consideration
while assessing his/her language competence.
14- New test formats should be used in the present exams and tests.
Dictation, cloze passages, retelling , summary formats should be tried
and used if they prove effective in our EFL programs. Student has to
be given the chance to show his/her reaction to what he/she is
reading or asked to write on.
15- We should give due care to the test formats that encourages the
student to use the language as a means to get the content or the
information (i.e. the "Novel" for the art section and the "Study" for
the science sections). The assumption is that the academic
competence makes communicative competence.
16- Student' s language competence should be assessed and
evaluated from a communicative perspective rather than as discrete
points.
17- Fluency should be given priority to language accuracy.
15-The assessment process should change so that it ensures the
involvement of the student in the teaching process activities

General

Recommendations:

1- We have to stop using the student' s score rn the General
Secondary School certificate Exams as the only criteria in our
universities and it should be looked upon just as a requirement for
taking the entry test at the university, the student likes to join ..
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2- We have to give faculties and the centers of education, the due
care in managing our education. Professors of education should be
consulted before making any decision in our educational system.
3- We have to trust the teacher, in both the teaching process and the
assessment process.
4- The in-service training programs should focus on developing the
EFL teachers' skills in both the teaching process and the assessment
process.
5-.We have to stop using text books, written by foreign writers, in
our EFL teaching programs so that the text taught can be meaningful
to the learner and the teacher.
6- The EFL teachers should have their role in selecting the syllabus,
taught, in our EFL program.
7- We have to evaluate every variable in the EFL teaching process
periodically to ensure its effectiveness.
8- The decisions, made in the education process should be based on
the data, yielded from effective assessment process, so that they
should not be haphazardly and harmful to the teaching process.

Suggested

Proposals:

- The relationship between the grammar correction of the student' s
writing and his or her writing skill.
- The relationship between the feedback based on the content of the
student' s writing and developing his or her writing skills.
-The relationship between the student' s involvement in the
classroom activities and his or her language competence.
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- The relationship between the continuation of the assessment
process and the student' s learning gains in the EFL programs.
- The relationship between the student' s performance in the oral
test and his or her performance in the written one,
- To what extent the pre-comprehension questions, as a technique,
can develop the student' s reading comprehension questions.
- Using the language dictation as a technique for developing and
assessing the student' s language competence.
- The relationship between the authentic text and the student' s
acquisition and the assessment of the foreign language skills.
- The use of the letter writing approach for teaching and assessing
grammar and vocabulary.
- Using the oral interview as a teaching technique for developing the
student oral language competencies and assessing them ..
- To what extent the student' s journal can be used for developing
and assessing the student' s writing skill.
- The factors that can bear on developing and assessing the student' s
reading skill in EFL.
- Using the dialogue approach for developing the student' s oral skills
and assessing them.
- Using the reading comprehension technique for teaching grammar
and vocabulary and assessing them.
- Using reading comprehension technique for developing the student'
s writing skill and assessing it.
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- Using the translation passage as a technique for developing the
student' s writing and assessing it.
- Using English as a means of instruction in the EFL programs and the
student' s communicative skills(i.e. the academic competence and the
language competence).
tapes and videos for developing and assessing the student' s
-Using
language competencies in ERFL.
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Tables and

Appendices

Questionnaire No. 1
Dear ESL I EFL Professor,
I have been doing a study that evaluates the assessment
process, in EFL program, in our educational system. Responding to
this questionnaire can be very helpful, to the present study. 1 would
appreciate your understanding and cooperation.
Question: Could you, please, underline the option that you think
show the importance of each of the following criteria items
Criteria Items
The assessment process should be
closed to the EFL teaching classroom.

Degree

2

The assessment process should use
varied assessment tools.

3

The assessment process, in EFL
programs, should be continuous
Teacher' s intuition and observation
can be used as assessment tools.

(no) (sometimes) (often)
(usually) (al ways)
(no) (sometimes) (often)
(usually) (always)
(no) (sometimes) (often)
(usually) (always)

No
1

4

(no) (sometimes) (often)
(usually) (always)

Assessment must reveal the student' s
strengths
The assessment process
should be formative and summative
The assessment process should assess
the student' s competence in the
language four skills

(no) (sometimes) (often)
(usually) (al ways)

7

The assessment process, in the EFL
program should focus on evaluating
the student' s communicative skills.

(no) (sometimes) (often)
(usually) (always)

8

Assessment, in the EFL programs,
should honor the wholeness of the
l;language

(no) (sometimes) (often)
((usually) (always)

5

6
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(no) (sometimes) (often)
(usually) (always)

Questionnaire Criteria (Cont.)
Evaluating the student' s reading skill
should concentrate on the reading
process.

(no) (sometimes) (often)
(usually) (always)

1 0 Evaluating the student' s writing skill
should be a process oriented.

(no) (sometimes) (often)
((usually) (always)

1 1 The assessment process should be
culturally, and developmentally
appropriate

(no) (sometimes) (often)
(usually) (always)

1 2 The assessment process must be
authentic and equitable
1 3 Norm referenced tests are of no use to
the EFL teaching program.

(no) (sometimes) (often)
( (usually) (always)
(no) (sometimes) (often)
(usually) (always)

9

I would appreciate your understanding and cooperation.
Thank you
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Questionnaire

No.

2

Dear ESL I EFL Professor,
I have been doing a study for evaluating the Secondary
School Certificate English Exam, as the only assessment tool, used rn
our EFL teaching program, for certifying the students for the
secondary school education.
I would appreciate your answer that can be helpful, to the
present study.
Question:
Mark the option (before each criterion m the table) that indicates to
the importance of item in the proposed criteria.
No

Test Criteria

Importance

1

Language test should be financially
and technically practical

(no) (sometimes) (often)
( (usually) (always)

2

Language test should have appropriate (no) (sometimes) (often)
( (usually) (always)
discrimination power.
(no) (sometimes) (often)
Language test should have the
appropriate validity
((usually) (always)

2
3

Language test should have the
adequate reliability

(no) (sometimes) (often)
((usually) (always)

I would appreciate your understanding and cooperation.
Thank you
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Questionnaire. 3
Dear ESL I EFL professor,
I have been doing a study, that suggests using the portfolio
assessment approach, in our educational system.
Responding to the
questionnaire question, can be helpful to the present study.
Question
What assessment tools, do you think, can be included in the portfolio

suggested so as to be efficient as an assessment approach?
No

Assessment tool, used

Importance

1

Classroom attendance

(no) (sometimes) (often)
((usually) (always)

2

Classroom participation

(no) (sometimes) (often)
( (usually) (always)

3

Homework

(no) (sometimes) (often)
((usually) (always)

4

Journal/ log

(no) (sometimes) (often)
((usually) (always)

5

(no) (sometimes) (often)
( (usually) (always)

Different Tasks

6

Student' s written work

(no) (sometimes) (often)
( (usually) (always)

7

Teacher- made tests

(no) (sometimes) (often)
((usually) (always)

8

National tests

(no) (sometimes) (often)
((usually) (always)

I would appreciate your understanding and cooperation.
Thank you
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Table No. 19 Shows the linguistic analysis of Excel Book.1 including:
a- the grammatical items. and b- the lexical items.
No.
1

Unit Lesson
1
2-3

2

2

5-6

3

3

8-9

4

4

1 1- 12

5

5

1 4-15

6

6

17 - 18

7

7

20-21

8

8

23-24

9

9

26-27

10

10

29-30

11

11

32-3 3

12

12

35-3 6

13

13

3 8-3 9

14

14

41-42

15

15

44-45

Linguistic Analysis
a-both ... and ... / both of . ./ -neither ... nor/
neither of ... / too/ either structures as
compound conjunctions I - too/either
b- arrive/reach
a-the present continuous tense/ the present
simple tense
b-go to bed/ church/ work/school etc.
a-the simple past tense
b-big/great - high/ tall
a-the simple past tense
b-enjoy I amuse/ entertain
a-the past continuous tense
b-luck/ fortune/ chance
a-be adjectives ending in ed/ ing
b-affect/ effect- nervous/ irritable
a- quantity
b-ask/ ask for/ ask about
a-comparisons of adjectives
b-see/ watch
a-the present perfect tense/the simple past
tense
b- too/ very
a-offers and requests
b-look at/ look for/ look up
a- active and passive
B-on+ nouns like business/ foot/ purpose
etc.
a-if type 1 conditional
b-gain/ beat/ earn/ win
a-reported speech
b-new/ old/ young
a-adjectives prepositions
b-job/ work
a-ask/ tell/ get
b-ask/ persuade/ phrase
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16

16

47-48

17

17

5 0-51

18

I8

5 3-54

I9

I9

56-57

20

20

59-60

Table no. 19 (Cont.)
a-purpose clause/ phrase
b-words that are never plural like baggage,
Luggage, furniture, macaroni/news and etc.
a-talking about the future
b-quite/ quiet
a-the simple past tense
b-remind/ remember
a-the present perfect tense
b-do/ make
a-used to structure
b-country /the coun try-i ourney I travel
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Table No. (20) shows the linguistic analysis of Excel Book 2. including
bh
· 1 ·items. an db - t h
e l ex1cal 'items:
ot · a- t he Q:rammatica
Linguistic Items
No. Unit Lesson
1
2-3
a-the passive with, be and get
1
b- marry/get married/married
2
2
5-6
a-quantity
b-souvenir/ memory/ street/ road
a-How/ What + Adjective Questions
3
8-9
3
-ly adverbs in place of very
b-its/ it's=it is/ it's it has
4
11 -12
4
a-phrasal verbs
b-laugh/ laugh at ,-wait for/ expect
14- I 5
a-lack of necessity
5
5
b-by I on + cases with means of transport.
17 - I 8
a-the passive with the modal verbs
6
6
b- agree/ accept,- bring up/educate,
routine/ red tape
20-21
a-if + were( type 2 conditional
7
7
b- ' s function in replacing places, shops, etc.
8
23-24
a-reported questions
8
b- use/ be used to/ used to
26-27
9
a-verbs+ prepositions + Gerund
9
b- give/ find with direct and indirect objects
10
10
29-30
a-gerund after some verbs gerund
b-try+infinitive and try +d
1I
3 2-3 2
1I
a-ed/ ing adjectives
b-after/ afterwards/ after that
12
a12
3 5-3 6
like/ love/ prefer and feeling verbs
b-taste/ tasteful - words with or without
'
apostrophe' s
13
13
3 8-3 9
a- the simple past tense
b-hard/ late/ fast - hardly/ lately
I4
I4
41-42
a- the present perfect continuous
I the simple present tense
b-expressions with take/ have/ give
15
I5
44-45
a-the past perfect tense
b-a lot of/ not much/ not many
I6
16
47-48
a- passive and causative cases
b-if/ where/whenever I when possible
- if/ where/ when/ whenever necessary
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17

17

5 0-51

18

18

5 3-54

19

19

56-57

20

2o

59-60

Table no. 20 (Cont.)
a- requests with partitives
b-else/ other/ next
a- patterns with too and enough
b-complete/ fill
a-phrasal verbs types 2/ 3
b- think of/ about
a- lack of necessity in the past
b- drop/ drop someone off/ drop off/drop in
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Table No. (21) shows the linguistic analysis of Excel Book 3 including:
a- the grammatical items, b- the lexical items.

1

Unit Lesson
2-3
1

2

2

5-6

3

3

8-9

4

4

11-12

5

5

1 4-15

6

6

17 - 18

7

7

20-21

8

8

23-24

9

9

26-27

10

10

29-30

11

11

32-3 3

12

12

35-3 6

13

13

3 8-3 9

14

14

41-42

15

15

44-45

16

16

47-48

No.

Linguistic Analysis
a- certainty and uncertainty with modal
verbs
b- I' d= I would/ I' d = I had
a-if: type 3 conditional
b- life/ a life/ the life/ the lives
a- reported speech
b- adjectives ending with ly, like fatherly
etc.
-the adverb cases of these adjectives,
in ... art. way like in a fatherly way and so on
a-verbs/ adjectives + prepositions gerund
b-get/ turn/ go/ fall/ grow + adiectives
a-verbs + infinitive/ gerund
b-enclose/ include
a-conjunctions
b- dress/ wear/ put on
a-time conjunctions + present simple tense
and tense sequences.
b-' to get' usages
a- certainty and near certainty cases
b-search/ search for/ look for
a- the present perfect tense
b- appear/ seem
a-the past perfect
b- point/ point at/ point out/ point to
a- the passive voice
b- older/ oldest- elder/eldest
a- some/ any with uncountable nouns
b- recommend/ advise- divide/ share
a- adjectives + of + noun + Infinitive
b- as/ like
a- relative pronouns
b- pick/ cut- pick out/ cut out
a- must/ should etc.
b- rise/ raise
a- the perfect passive with modals
b- cure/ heal- similar/ the same
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I7

I7

5 0-51

I8

18

53-54

I9

I9

5 6-57

20

20

5 9-60

Table no. 21 (Cont.)
a- I wish/ If only
b- listen/ hear
a-reported question
b- salary/ wage- reason/ cause
a- verbs/ adjectives + prepositions gerunds
b-shy/ ashamed- lonely/ alone
a-verbs + gerunds
b-sense verbs + adjectives
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Table. No.22 Shows the language notes included m Excel Book . 1
No
1

Unit Lesson
1
1

2

2

4

3

3

7

4

4

10

5

5

13

6

6

I6

7

7

19

8

8

22

9

9

25

10

10

28

11

11

31

12

l2

34

Language Notes
young/ host/ couple/ Jane and Frank
Sterling/ Good evening/ Let me take your
coat/ come and meet everyone/How' d you
do!/This is Jane and Frank Sterling/
Day in, day out/ catch/ the train which he
catches every day./ at work/ He's having
lunch./ Just as/ he's going to bed.
holiday photos/the beach/a big party/ made
face at a monkey/ go to stay with/
they have been in Greece for../ an extension
of stay/ another/ Have you got
photographs?/ fill in/ Enjoy your stay in
Greece! Stay
chance/ in trouble/ owed money to .. /
making a plan/ pay back the money to/ on
one condition/ pebble/ put...into/ telling a
lie/ go free/
it's a hard life./ speed/ competition/
depressed/ irritable/ affect/ elderly/ too
great/ nervous breakdown/
playing the role of/ entertaining/ dish/ to
follow/ Me, too/ order/ friendly I My figure
is a problem/
Hard sell/ soft sell/ win/ thousands of/
packet/ wash/wonder/ you can't tell the
difference/ look at/ the others/ super/
he' s been at an international conference/
eleven five/ check in/ I haven't seen very
much/ last night/ look forward to/
just/ sorry .. ./ give me a ring./ get there/
bag/ change some money/
a business trip/ is traveling/ on business/
information/ arrive London Airport/ the
center of../ free/ arrangements for the
week/
riddle/ money, of course/our wildest
dreams/ the root of all evil/ enough of I
happiness/ for instance/ if you 're going to
be unhappy
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13

13

37

14

14

40

15

15

43

16

16

46

17

17

49

18

18

52

19

19

55

20

20

58

Table no. 22 (Cont.)
acting as/ the spoken word/ interview/
interpret/ made con tri bu ti on s/ the old;d and
the new/ he enjoys a game/ work hard and
play hard/
expressing himself/ skilled/ well/ sure
about/ most of us/ figures/ job, work/ some
others/ very few people/ without working/
renting a flat/ landlord/ moved in/ a room/
shelves/ put some up for you/ more light/
another light/No problem/ it is coming from
this pipe/on time/ agree with/ at once/
a room of your own/ house/ why? Because/
match/ move the furniture round/ space/ an
endless business/ surroundings/ can afford
to/ make a small corner/ recognize as/
quite/ quite/ book/ per night/ continental
breakfast/ I like a big steak for breakfast/
arrange/
witness/ the wild;d west/ hold-up/ bank
robber/ bank clerk/ draw a gun/
wish you were here/ we've been having a
wonderful time/ sight-seeing/ souvenirs/
the great mosque of ... /how we wish you
were here!
things/ how the world has changed/ three
miles each way/ all these cars and buses/
serious/ by sea/ a journey/ on the way/ you
just get into a plane/ another country/ the
feeling/ isn't it amazing!
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u e m E xce lB 00 k2
.
T a bl e no. 23 s hows t h e Ianguage notes me ldd.
Language Notes
Unit Lesson
No
1
1
1
great/ event/ birth/ marriage/ death/
human life/ marked/ we are born/
whether. ... or not/ marry/ on behalf of/ the
young couple/
2
2
4
what about. . ./ three will be enough/
material/ how much/ spend the afternoon/
view I
3
The
U.S.A./ The U. S. S.R/ Brazil/
3
7
4
4
10
a few bits of/ make .... mad/lot of
opportunities/ making jokes
I 3
get back/ wave/ it's no good/ funny/ we'll
5
5
just have to walk/ meter/ saved our skins/
6
16
bring up/ young mothers/ young children/
6
freedom/ even/ a routine/ they must be put
to bed/ nursery school/
7
19
7
collect/ wife/ outside/ let me see/ if it
were/ florist' s/ thoughtful/
8
private life/Ii v es/ popular/ realize/ great/
8
poor/ so far/ remember/the goal/ match/
25
9
9
barber/ doorman/ usherette/ mechanic/
garage man/ car repair man/
I 0
I 0
28
fun/go swimming/ not far from here/ try/
used to skiing/ that sounds nice/ by eight o'
clock/
I I
11
3I
seeing the sights/ a conducted tour/ how did
you find it? I impressive/ impressed/ after
that/ we left Athens/ It's such a beautiful
place/ spend the evening/
I 2
I2
34
just like mothers used to make it/ how do
you like ... ?I hate .. .love/ altogether/ some
people/ a bit of/ it's a;; a question of taste/
at least/ Japanese sukiyaki/ Russian borsch/
I 3
I 3
37
Dear Sirs:/ washing machine/ I have had
nothing but trouble/ delivered/ fell off/
clothes;others/ chase/ laundry room/ lately/
pools of water/
14
124 40
abroad/ qualified in/ making inquiries
about/ the British Council/post-graduate
studies/ work/ information/ leaflet/ medical
school/ learn/ take a test/ I hope not/
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15

15

53

16

16

56

17

17

59

18
19

18
I9

52
55

20

20

58

Table no. 23 (Cont.)
stop press/ road/ present/ arouse/ set up a
new world record/ non-stop/ had fallen
asleep/ clear/ winners/
service without smile/ service/ outside/ you
can have your clothes laundered/ your shoes
cleaned/ where possible/ automated/
installed/ clear/ go without/
come off/ thread/ department store/ do you
speak? I scissors/ sun-tan lotion/
to be missing/. figure
seeing someone off/ the conference is over/
drop someone off/ scales/ hand-luggage/
cabin-luggage/ look after/ passenger
flying . ./ have a good trip/
thinking of other people/ hold the door
open/ offer/give up your seat/ form/stand
in a queue/
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T a bl e no. 24 sh ows th e 1anguage no t es me ldd.
u e m E xce lB 00 k3
.
Language Notes
No. Unit Lesson
1
1
1
walking down a street/ part ofI carriage/
seat/ you must be mistaken/ It can't be/
anyway/ noise/ up there/ some kind of
bird/ towards us/ Whew!/ an awful place/
2
2
4
see ourselves/ consider/ painter/ a
successful banker/ position/ in poverty/
3
3
7
what the papers say/ gave a concert/ have
you finished reading all those reviews? I just
about/ how are they? I recommend/ I hope I
shall/ friendly I
4
4
10
report/ term/ spring/ composition/ full of/
capable of doing better/ do better/ pay
attention to/ most of his time/ succeed in/
persist in/ doing experiments/ fair/ take
things more seriously/ form master/
5
13
5
pen- friend/ ' O' level/ I am learning to play
the guitar/ play the guitar/ photo/
6
6
16
I wouldn't be seen dead in it/ the next day/
wear/ the big fashion houses in London/
baggy/ hair ... jewelry/ even if .... / ignore/
7
7
19
return or single?/ we'd like two tickets/
we'd like to be in ... before .. ./ catch/ it arrives
at../ change/ we've just made it/
22
8
8
get in/ dressing table/ solve a crime/ clues/
look for/ used in/ witness/ thieve/ robbery I
detective
9
9
25
optical illusion/ appear/ steadily/ look to
the left/right/ prong/ figure/ which distance
is greater
10
10
28
hear from/ asleep/ at last/ I must tell
you ... /experience/ he was following me
round the shop/ crash/ the bottom of the
pile/
11
11
31
technological/ age/ possible/ there is no end
to/ gap/ between ... and ... / invented/ become
+ adjective/ available/ shorter and shorter/
the wheel/ as important as ever/ the past/
most inventions/ helped man to extend his
muscle power/
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12

12

34

13

]3

37

14

14

40

15

15

43

16

l 6

46

17

l 7

49

18

18

52

19

55

20

58

19

20

Table no.24 (Cont.)
tourist information/ I can even arrange a
tour/. by coach, or by taxi/ advice/ share a
taxi/ versus/
mad/ BrE/ It seemed that/ in a rage/ it
would not stop/ steaming with anger/ all
right/ madness
How do you buy the things you want? I
walk/ pick something out/ take it away/ a
tiring business/ shopping-guide/ TV's/
which one you would buy/ the more, the
better/
parking problems/traffic/you shouldn't have
done that/ so there is/ drive on/ No
entry/you ought not to have done that/
another/
tomorrow's world/ a serious business/
astrologers/ you look at what is happening/
take something like the motor-car/ ... will
have been replaced/ we can say/ cure/
pollution/a cure for cancer/ and so on/
I wish the weather were better/whether I
such conditions/ cheerful/ I'd rather listen/
fog is spreading from the east/ affect/ by
midnight/ heavy/ average for/
position/ block capitals/ type of business/
nature of work/ reason/ salary I languages/
command/ overseas travel/
alone/ strangers/ telling jokes/ outdoor
games/ you are very much an
introvert/extrovert/ shyness/ few things
worry you
an old friend/ a couple of hours/I
remember. .. writing to me/ I feel like
drinking something cool/ imagine see mg you
here/ I can't help remembering the old
days/ ... since we last met.
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Table No. (25) shows the linguistic analysis of the General Secondary
School Certificate Endish Exammat10n. m 1989
No. The Linguistic Analysis
Paper
Part Question
1
a-grammatical points:
- verbs + gerunds
11
A
1
-past necessity
11
A
2
-the contrast clause
11
3
A
-past deduction
11
A
5
-off er
11
A
6
-present deduction
11
A
7
-prepositions
A
11
8
-prepositions
11
c 6
-past deduction
2
D
1
-the conditional statement: if+ 3
2
2
D
-the perfect future tense
2
D
3
-conjunctions
2
4
D
-indirect statement
2
6
D
-sO + aux. + sub structure
2
7
D
-wh questions
2
9
D
-question tag
2
I0
D
-prepositions
111 1
2
-the present perfect tense
2
111 2
-prepositions
2
111 3
-modal + be + adj.
2
111 4
-verbs + that + statement
2
111 5
-indefinite articles
2
111 6
- superlative adjectives
2
111 7
-conj u nc ti on s
2
I 11 8
-object pronouns
2
1 1 1 9/10
2
b-lexical items:
-interesting/ interested/ being
2
A
4
interested
2
B
1/6
-raise/ arise- recommend/ adviseheal/ cure- share/ divideweather/climate- life/ the life
2
c 1I 5
-fetch/bring-recognize/ knowplatform/ stop- parking/ entrydelic i ou s/tas ty
-'only' lexical function
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3

Table no. 25 (Cont.)
~-lan2:1HU!f nQtf~ & functions
- giving information( A )
- inquiring ( B )
- inquiring ( A)
- responding ( B )
- inquiring ( A )
- agreement ( B )
- advice
-request
-apology
-polite refusal
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1
1
1
1
1
1

1
1
1

1

B
B
B
B
B
B
B
B
B
B

11 1- 1
1 11 -2
1 1 1 -3
11 1 -4
1 11 -5
111 -6
IV- 1
IV- 2
IV- 3
IV- 4

Table no. 26 shows the linPmst1c analvs1s of 1990
No The Linguistic Analysis
1
a-the grammatical points:
- tenses sequences
- prepositions
- I wish structure
- past necessity
- the passive voice
- the conditional statement: if type 3
- indirect statement
- time conjunctions
- time conjunctions
- wh- question
- question tag
- joining sentences using relative pronouns
- time conjunctions
- subject pronouns
- object pronouns
- prepositions
2
b- the lexical items:
- thoughtful/ thoughtless/ thought
- polluted/ populated/ popular
- enjoyable/ enjoyed/ enjoying
- search for/ fetch/ watch
- life/ the life
- searched/ searched for
- between/ among
- heal/ cure
- pointed out/ pointed to/ pointed at
- cause/ reason
-very late/ too late
- use/ tell
- language/ others/ go
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EnPlish Exam
Paper
Part Question
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2

A
A
A
A
D
D
D
D
D
D
D
D
D
111
1I I
111

I
3
5
7
1
2
4
5
6
7
8
9
10
2/ 4/ 6
8
9

2
2
2
2
2
2
2
2
2
2
2
2
2

A
A
A

2
4
6

A

8

B
B
B
B
B
B
D
111
111

1
2
3
4
5
6
3

1/ 3
3/

4/5/6

3

Table no. 26 (Cont.)
c- Language Functions:
- request ( A )
- explaining ( A )
- inquiring ( B )
- explaining ( A )
- inquiring ( B )
- responding ( B )
- making suggestions
- apologizing
- polite refusal
- agreement
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1
1
1
1
1
1
1
1
1
1

B
B
B
B
B
B
B
B
B
B

111111111111111-

1
2
3
4

5
111- 6
IV- a-1
IV- a- 2
IV- a- 3
IV- a-4

Table no. 27 shows the linguistic analysis of the
1991 En2:lish Exam
No Linguistic Analysis
l
a-grammatical items:
- quantity
- perfect future
- If- type 3 conditional statement
- preposition
- tenses sequences
- the past perfect and the past simple usage
- indirect order/ advice
- type 3 conditional statement
- contrast phrase
- preposition
- contrast clause
- the definite article
- subject pronouns

2

b-

lexical

General Certificate
Paper

Part Question

2

l 1
1l

2
2
2

2
2
2

2
2
2
2
2
2

A-1
A- 2
1l
A- 3
11
A- 4
II1 l
11I 2
l I I 3
111 4
l l l 5
IV
I
IV
2
IV
3
IV
4

items:

-forecast/ fore ground/ forecourt
-matter/ condition/ situation
- generous/ grateful/ kind
- part/ percentage/ amount
- anesthetics
- pollution
- platform
- hold up
- get
- joining
- cafe
- congratulate
- worried
- watching
- ringing
- raised
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2

2
2
2
2

2
2
2
2
2
2
2
2

2
2
2

I I
I l
11
I 1
1l
11
1I
11
l 1
l I
I I
I 1

A- 5
A- 6
A- 7
A- 8
B-1
B- 2
B-3
B- 4
B- 5
B- 6
C- l
C- 2

I I
I 1
I I
1I

C- 3
C- 4
C- 5
C- 6

3

~-

Lan211a2~

Table no. 27 (Cont.)
Functions:

- inquiry ( B )
giving information ( B )
- reaction ( B )
- giving information ( B )
- additional information ( B )
- request ( A )
- offer
- making suggestion
- apology
- forgiveness

-
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1
1

1
l
1
1

I
I
I
1

B
B
B
B
B
B
B
B
B
B

111- 1
11 1- 2
111- 3
111- 4
11 1- 5
111- 6
IV- 1
IV- 2
IV- 3
IV- 4

Table no. 28 shows the linguistic analysis of Certificate English Exam
in 1992
NO The Linguistic Analysis
Paper
Part Question

1

2

a-

grammatical

ooints:

- quantity
- lack of necessity
- result clause
- uncountable nouns
- the conditional statement type.3
- result clause
- wish structure
- passive statement
- passive statement
- prepositions
- object pronouns
b- Lexical Items:
-memory I illusion/ impressions/
imagination
- pay/ wage/ cash/ money
- recalled/ remind/ remembered/
recollected
-clever/ wise/ kind/ intelligent
- while/ since/ as soon as/until(lexical
function)
- suggest/ advise/ recommend/.tell
-look/ see/ observe/ novice
-by I as soon as/ until/ at
-forgotten/ forgetting/ forget/ forgetful
-impressed/ impressive/ impressionable/
impressionistic
- rn case/ unless/ otherwise/ if
- chance/ fortune/ luck/ choice
- makes
- find
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11

11
11
11

A-1
A-1
A- l
A-1
111
111
111
111
l 1I
11
I 1

1
4
l 1
13
l
2
3
4
5
2
3

l l

1

2

1l

1

11

1

3
5

11
11

1

6

1

7

11
11
11
11

1
1

8

11

1

11

1

11
11

11

11

11

11
11

11
11

l 1
11

11

1

1

1

9
10
12
14
15
16
1
4

3

Table no 28 (Cont)
functions:
~-lan2ua2~
- inquiry ( A )
- inquiry ( A )
- inquiry ( A )
- inquiry ( A )
- inquiry ( A )
- inquiry ( A )
- polite refusal
- asking for direction
- polite request
- agreement
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1
1
1
1
1
1
1
I
1
I

A-1
A-1
A-1
A-1
A-1
A-1
A- 2
A- 2
A- 2
A- 2

1
2
3
4

5
6
1
2
3
4

Table No. 29 shows the linguistic analysis of the Certificate English
Exam, in 1993
No The Linguistic Analysis
Paper
Part Question

I

a-grammatical
-

2

points:

the present perfect tense
tenses sequences
result clause
verbs followed by infinitive/ gerund
negative result phrase
obligation or necessity verbs
quantity
If only structure
the perfect future
the perfect present tense
indirect statement
noun phrase
adjectival clause
the conditional statement type. 3

b-

lexical

arrive/ reach/ get/ go
enjoy/ amuse/ entertain/ celebrate
have gone/ have been to/ have arrived
grow I get/ turn/ fall
make/ cause/ bring/ get
although/ despite/ because/ even for
lexical function
- accept/ allow I prevent/ forbidden
- persuade/ request/ appeal/ demand

c-

1

I

1
1
1
I
I
I
I
I
1
I
I

A- 1 3
A- 1 6

AAAA-

1
I
1
1

8
9
I1
13

A- I l 4
A- l I 8

A- I 1 9
AAAAA-

2
2
2
2
2

1
2
3
4
5

items:

-

3

I

language

I l
I 1

A- 1 l
A- 1 2

I1

A- I 5
A- I 7

I I

11
I 1

A- I I 0
A- 1 I 5

1I
11

A- 1 1 6
A- 2 l 7

1
l

functions:

inquiring ( A )
inquiring ( A )
inquiring ( A )
inquiring ( B )
inquiring ( B )
inquiring ( B )
polite refusal
requesting
congratulation
thanking
responding to an excuse
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l

A- 1 1
A- I 2
A- 1 3

1

A- 1 4

1

A- I 5

I
I
I
I
I
I I

AAAAAA-

1
2
2
3
4
1

6
1
2
3
4
12
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